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ABSTRACT
The primary purpose of this study was to investigate and document the stages and levels
of reflection based on the Millett, Rogers, & Stanley Framework for Reflection as they
manifested in the working lives and professional contextual realities of three experienced
teachers. Their Framework is a four-step model of reflection that looks at the reflective
cycle in terms of the stages of Experience, description, Analysis, and Intelligent Action.
It further categorizes the skill of reflection in terms of Beginner, Intermediate, and
Advanced levels. The second goal of the study was to examine the development of the
reflective process in a supervised learning community environment over a ten-month
period. The study was done to present teachers and teacher educators with concrete
examples of what reflective teaching looks like as a skill and as a process. The findings
of this research are presented, the Framework for Reflection is critiqued, and suggestions
are made for further research.

ERIC Descriptors:
Student Teacher Supervisors
Teacher Education
Teacher Educators
Teaching Skills
Teaching Supervision
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CHAPTER 1
INTRODUCTION

Reflective teaching has become a buzzword in the language teaching profession.
Recently, many Universities in the Unites States, Australia, New Zealand and Europe
have implemented the practice of reflective teaching in their teacher education programs
(in Stanley, 1998). But what does “reflective teaching” mean? There seem to be vast
differences in the way these programs define reflective teaching and how it is
implemented (Zeichner & Liston, 1996; Hatton & Smith, 1995). Most teachers think of
reflective teaching as thinking back on their teaching in order to make it better and move
forward improving their effectiveness in classes. However, do all reflections lead to a
purposeful end? Does reflection in and of itself help teachers?
Dewey (1933) is often cited as the first educational philosopher in the field of
teacher education to discuss reflection (Zeichner & Liston, 1996). According to him, not
all reflection processes are meaningful, and most people actually do not know how to use
reflection as a tool to change their classroom, their lives and their society. He defined the
formation of purposeful reflection and action in the following way:
The formation of purpose is, then, a rather complicated intellectual operation. It involves: (1)
observation of surrounding conditions; (2) knowledge of what has happened in similar situations in the
past, a knowledge obtained partly be by recollection and partly from the information, advice, and warning
of those who have a wider experience; and (3) judgement, which puts together what is observed and what is
recalled to see what they signify. A purpose differs from an original impulse and desire through it’s
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translation into a plan and method of action that based upon foresight of the consequences of action under
given observed conditions in a certain way…The crucial education problem is that of procuring the
postponement of immediate action upon desire until observation and judgement have intervened … Mere
foresight, even if it takes the form of accurate prediction, is not, of course, enough. The intellectual
anticipation, the idea of consequences, must blend with desire and impulse to acquire moving force. It then
gives direction to what otherwise is blind, while desire gives ideas impetus and momentum. ( Dewey, 1938,
p.69)

This research paper presents and explores one way that reflective teaching has
been implemented in teacher education to achieve a purposeful end. The study is based
on the Millett, Rogers, & Stanley Framework for Reflection (1999). They use this
Framework to teach teachers to reflect on their teaching as part of the Master’s of Arts in
Teaching program at the School for International Training (SIT) in Brattleboro Vermont.
Their Framework is presented in Table 1 on page 4. In the following, this model will be
presented and explained, and the purpose of this study will be outlined.
In trying to reach the goal of purposeful reflection in teacher education, Millett,
Rogers & Stanley devised and developed a four-step process to teach teachers
methodologically how to become reflective practitioners. Their approach is based on the
work of Dewey (1933), Schön (1983, 1987), and Kolb’ (1984). Central to their
Framework is Kolb’s (1984) Experiential Learning Cycle. His Experiential Learning
Cycle is comprised of four-stages. They are (1) Concrete Experience, (2) Reflective
Observation, (3) Abstract Conceptualization, and (4) Active Experimentation, where the
cycle then repeats itself.
Basing their Framework for Reflection on Kolb’s (1984) Experiential Learning
Cycle, Millett, Rogers and Stanley devised a four-step process of reflecting teaching. In
their Framework for Reflection, the Concrete Experience, which they term “Experience”
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refers to the teaching situation in-the-moment, and what the teacher is focusing on and
noticing in terms of her teaching, the students, and the learning process. The Reflective
Observation stage, termed “Description” in the Framework, refers to the ability to think
back to a teaching situation and describe in detail what happened during the lesson. At
this stage, the teacher tries to answer the question “What happened”? In the Abstract
Conceptualization stage, termed “Analysis,” a teacher tries to understand what happened
in the classroom and investigates reasons for it. At this point, she tries to answer the
question “ Why did it happen”? based on emotion, teaching experience, and personal and
theoretical knowledge. In the final stage, Active Experimentation, termed “Intelligent
Action,” the reflective practitioner decides on what her next step will be, given the
information gathered in the description and analysis of the situation. “What will I do
next? What will I do about this situation”? is what the teacher plans. The Millett, Rogers,
& Stanley Framework therefore presents a four-step model of reflection, namely
Experience, Description, Analysis, and Intelligent Action (these will be capitalized from
now on when referring to the steps/stages of their Framework).
A second aspect of the Millett, Rogers & Stanley Framework for Reflection is that
it looks at reflective teaching as a skill, one that needs time and practice to develop. With
years of experience advising and guiding teachers in their ability to reflect on their
teaching, they realized that reflection is a skill that one must experience and practice in
order to get “better” at, and a skill that one can learn. In looking at reflective teaching as a
skill, they also divided and categorized the reflection process based on the content of
teacher’s reflections. Their Framework presents three levels of reflection: Beginner,
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Intermediate and Advanced, across their four-step process of Experience, Description,
Analysis, and Intelligent Action. It describes the content and focus of teachers’
reflections for each cell of the Framework.
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Table 1: The Millett, Rogers, & Stanley Framework for Reflection
© Millett, Rogers, & Stanley, 1999
Experience

Describe

Beginner
• observes self and activity
• focuses primarily on
getting through planned
lesson

Intermediate
• observes what students are
doing as well as self and
activity
• focuses both on covering
the material and noticing
students’ energy

Advanced
• observes learning by focusing
on the ongoing feedback from
students to teacher, teacher to
student, student to student
• focuses on how to best serve
students’ learning

•

describes in general the
steps of the lesson
describes teacher’s general
reaction to the lesson
describes class as
monolithic entity (no
description of individual Ss
or moments)
often has strong emotional
reactions that can affect
ability to observe and
describe

•

•

primarily engaged in
describing
jumps to conclusions
experiences are
unconnected, isolated
incidents
has no articulated theory
emotions drive the analysis

•

•
•

•

Analyze

•
•
•
•
•

•

•

•
•
•
•

Take
Intelligent
Action

•

moves directly from broad
general description to next
steps

•

describes in detail lessons
or lesson segments that are
most important in terms of
learning
describes individual Ss
participation in and
reaction to aspects of lesson
that are significant
descriptions include
emotional reactions of
teacher which trigger
interest in the reflective
process
generates more than one
explanation for what
happened
connects to past
experiences
begins to formulate
personal theories of
teaching and learning
can identify source of
emotions
can substantiate
conclusions with evidence
drawn from description of
experience

chooses one explanation
drawing on insights from
analysis and acts on it
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•
•

•
•
•
•
•
•
•
•
•

describes critical aspects of
lesson or lesson segment in
detail with specific data
focuses on data which gives
evidence of Ss learning or not
learning
descriptions include emotional
reactions of both teacher and
students

easily generates multiple
explanations for what
happened
connects to past experiences,
others’ experience and theories
generates own theories
using multiple frames of
analysis
sustains analysis to see what
emerges
can examine larger systemic
issues as well as classroom
realities
can identify source of
emotions and strategies to deal
with them
draws upon a repertoire of next
steps that are clearly linked to
theory
after reflection takes action
that involves both students and
the broader educational
community

According to their Framework, teachers can become more skillful at reflection at
each of the four steps. The movement from Beginner, Intermediate, to Advanced for the
Experience and Description stages involves a change of focus from the teacher, to the
students, and to the learning process respectively. In the Analysis stage, the movement is
from minimal analysis that is not closely related to the experience, to the ability to
generate more than a few explanations for what happened and formulate personal
theories, and finally, to the ability to re-frame teaching situations in light of theories and
experience and to generate multiple explanations for what happened. In the Intelligent
Action stage, a beginner will move directly from general descriptions to the next steps to
take in their classroom with little or no analysis, while at the Intermediate level the next
steps generated are decided based on insights from the analysis. The advanced
practitioner will be able to generate many possible next steps to take that are closely
linked to their analysis and to theoretical frameworks.
Little research has been done to look at and document how dedicated teachers
develop in their ability to reflect on their teaching. The purpose of this study is twofold.
The first goal is to document examples of teachers’ reflective process according to the
Millett, Rogers, & Stanley Framework for Reflection to show and help interested teachers
and teacher educators understand what reflective teaching looks like at each stage, for
each level. In addition, I hope teachers and teacher educators working with the skill of
reflection will get a fuller sense and some understanding of the different elements that
can be highlighted in the process of reflective teaching.
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The second aim of this paper is to examine how the skill of reflective teaching
develops over time. Some of the questions I had when beginning this project where the
following: How does the skill of reflective teaching develop? Are there any triggers that
push someone into a higher level of reflection? Are there any setbacks? What is the key
to reaching the “Advanced” level? Although this paper does not give answers to all these
complicated questions, some of the findings do shed light on the development of the skill
of reflective teaching over time.
In the next chapter, the context of the study, and the participants and their
teaching contexts will be described. Likewise, the method of data collection and analysis
will be summarized. Chapters 3, 4 & 5 respectively coincide with the Description,
Analysis, and Intelligent Action stages of the Millett, Rogers, & Stanley Framework. In
each chapter, an overview of the stage is presented. The contents of reflective journals for
each level are explained and then examples are given sequentially from Beginner,
Intermediate, to Advanced using the participants’ reflective journal entries. Chapter 6
looks at how teachers developed in their skill of reflection according to the Millett,
Rogers, & Stanley Framework for Reflection over a ten-month period. This development
is described and analyzed, and some interesting findings are discussed. Finally, in chapter
7, some closing comments on the development of reflective teaching are made as well as
suggestions for further research.
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CHAPTER 2
CONTEXT, PARTICIPANTS, AND DATA ANALYSIS

Broad Context of the Study
The data used in this study was taken from the reflective journals of three
experienced English teachers who were graduate students at the time of the study in the
Summer Master of Arts in Teaching (SMAT) Program at the School for International
Training in Brattleboro, Vermont. The SMAT program is divided into four phases.
Teachers attend two, eight-week intensive summers of course work for two consecutive
summers. In the ten-month period separating the two summers of course work, they
return to their regular teaching position while doing a teaching practicum (Interim Year
Teaching Practicum (IYTP)) that involves keeping reflective journals, doing a series of
assignments, and a one-week supervised observation by an SIT faculty member. The
reflective journal entries used in this study come from this ten-month IYTP period. After
the course work is done, students complete a Master’s thesis for the completion of their
degree requirements.

The Interim Year Teaching Practicum (IYTP) on Meta Net
Nine teachers enrolled in the SMAT program in 1997, including myself,
participated in an on-line web-based course as a component of the IYTP. The course was
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delivered in an asynchronous conference format using Caucus software and the Meta
Network Design Group (Meta Net).
The conference was set up by our two supervisors, Claire Stanley, who was
directly responsible for five students, and Jack Millet, who was responsible for the
remaining four. It was explained that the goals for the IYTP period were to learn to
observe, describe, and analyze our teaching, our students’ learning, and our own process
of learning teaching. A second goal was to learn to cultivate attitudes of non-judgement,
detachment and openness as we worked on our development as teachers.
To reach these goals, our tasks were the following. First we were instructed to
keep daily reflective journals for a selected class or classes on a systematic and regular
basis (we were encouraged to reflect on at least one class a day). In these journals, we
were to focus on the activities that we did, to describe what we did, what our learners did,
what happened, and what we would do in the following class. This was the building
block for the on-line dialogue on Meta Net.
Our second task was to participate once a week in this on-line dialogue by posting
one reflective journal entry (in a cut-and-paste fashion) in a folder entitled Personal
Journals assigned for each supervisor. It is in this folder that we learned the process of
reflective teaching. The reflective journal entries were for each member of the group to
read. Reading one another’s journal was our third task. Our supervisor, however, was the
only person to comment and guide us in the skill of reflection in the Personal Journal.
Once a week, or every other week, each supervisor posted individual feedback and
comments focused on each teacher’s steps of reflection in this folder. These comments
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were also for the group members to read. The graduate students/teachers were therefore
in an overhear position, reading each other’s journal entries and the supervisor’s
comments.
A Discussion folder was also in place where teachers discussed, shared ideas, and
commented on certain aspects of teaching. The topic of the discussion was set by each
supervisor for his or her group. We were instructed to read all the entries in this folder
and to take part in the discussion once a week. The format this took was that of a regular
face-to-face group discussion. Many direct comments were made in these entries between
teachers as we were sharing ideas and experiences, raising questions, and asking for
advice from each other.
One month into the IYTP period, our instructions for the Personal Journal folder
changed. The first entries were very disjointed. They included reflections of individual
classes where we had worked on many different aspects of teaching. In doing so, we were
but superficially reflecting. Our new instructions were to choose one area to work and
reflect on, and to track this for about one month to reach a deeper understanding of the
teaching situation. A second change was implemented three months into the IYTP period.
As common teaching issues emerged in our reflective journals, five folders were also
added where all eleven of us commented and shared ideas. These folders were “Teacher
Presence,” “Error Correction: Balancing Accuracy and Fluency,” “Student Initiative,”
“Asking for Feedback,” and “Classroom Management.” These folders came to replace
the Discussion folder. We had to make one entry a week in any of these folders. This was
the last of our weekly tasks.
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Participants

The reflective journals of three teachers posted on Meta Net were used for this
study. The following information describes their teaching experience and teaching
contexts.

Robin
Robin had seven years of teaching experience when she started the SMAT
program. At the time of the study, she was teaching in Tokyo at a private two-year Junior
College where she had been employed for 5 years. She was the Director of English
programs, and taught 12 hours a week. The rest of the time she designed classes and
curriculum, and hired teachers. Her classes had a maximum of 15 students, between the
ages of 18-20. Each class was specialized, for example, Reading classes, Writing classes,
Conversation classes, and Business English. Classes were two hours a week. Within each
semester, students took about 16 hours of English and about the same amount of Japanese
classes such as Stewardess preparation, Hotel Management, and Import Buyer classes.
She described her students as being generally unmotivated, with a high rate of
absenteeism, and lack of basic study skills. Her greatest challenge was keeping them
interested in the classroom.
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During the IYTP period, Robin reflected on many topics. Balancing fluency and
accuracy activities in her classes, how and when to do error correction, and how to set up
activities to review language and to observe if students had learned, are a few of the
issues she worked on.

Candy
At the time of the study, Candy had twelve years of teaching experience in
various kinds of schools in Japan. During the IYTP period, she was teaching both
privately and full time at a public Junior High and High School in Osaka, Japan. Her
private classes consisted of three eighty-minute Housewives classes on Mondays. There
were about 12-16 students in each class, aged between 24 to mid 60s, the average being
their late 40s or early 50s. She described these students as being fairly eager although
some of them were very under confidant. They were of mixed ability levels, although
most were false beginners. She had been teaching these students for about six months.
Her full time teaching position was teaching at an all-girls Junior High and High School.
She taught 24 classes, 6 a day, ranging from 7th to 12th grade. For each grade she had
from 1 to 5 different classes, making it possible to repeat and improve her lessons as she
taught them over and over. The 7th and 9th grade classes she taught were usually around
40 students. She taught 8th and 10th grade classes with a Canadian co-worker, sometimes
teaching the classes together, sometimes splitting the classes. These classes also were of
about 40 students each. Candy and her co-worker also pair taught the 11th grade classes
(around 30-40 Ss) together. She had complete autonomy in the class regarding materials
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and methods, but had to periodically administer listening tests according to requirements
of her school. Students from 7th through 10th grades had to take English classes so
Candy found it an exciting challenge to motivate and involve all students actively. She
could assign and expect homework and did numerous project-oriented work with her
students. She also had the use of a Language Laboratory where she could work with
videos, and have students record and listen to themselves.
During the IYTP period, Candy looked at and reflected on her role as a teacher,
the importance of getting to know her students and remembering their names, and how to
reach all of her learners by introducing kinesthetic, visual and auditory activities in her
classes, to name a few.

Victoria
Victoria had 8 years of teaching experience. She was teaching at a University in
Seoul, Korea. She had been teaching there for 3 years. At the time of the study, she had 9
one-and-a-half classes a week. She had between 40 to 50 students in each class. Most of
her students were first year students enrolled in compulsory English Conversation
classes. These students were Dance/P.E., General Literature & Philosophy, Law, and
Business Administration Majors. One of her classes was for Graduate students. She also
taught a few Senior student classes. English conversation is compulsory for Korean
freshmen students so many of these students had very little motivation. She however
described the majority as being motivated and enthusiastic.
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Teacher presence in the classroom, ways of doing error correction, experimenting
with various teaching techniques, and observing if learning had taken place were some of
Victoria’s focuses for reflection over the IYTP period.

Methodology, Data, and Data analysis
The data used in this research is from the reflective journal entries of three
teachers involved in the on-line conference from September 1997 to early June 1998.
These teachers worked under the supervision of Claire Stanley. The three teachers chosen
for data analysis represented three distinct teaching contexts: Junior High and High
School, University, and a private Junior College.
One year after the completion of the IYTP, I began the data analysis of the
reflective journal entries. All reflective journal entries were read and color-coded
according to their content in terms of Description, Analysis, and Intelligent Action for the
three levels of reflection as outlined in the Millett, Rogers, & Stanley Framework for
Reflection. Given that Experience is in-the-moment and cannot be captured or really
described in writing, this stage was not included in the research. The outline of the
Experience for each level according to the Framework was helpful however in coding the
data for the Description stage. In coding Description, Analysis, and Intelligent Action,
specific examples for each cell of their model were sought, and the development of each
teacher’s entries could be looked at over time. First, each teacher’s entries were cut and
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pasted chronologically in separate folders. They were read and coded. The coding of
most entries was then verified by my Thesis Advisor, Jack Millet. They were discussed at
length to verify that we had a common understanding of the Framework and what parts of
entries belonged in which cell. For the first purpose of this study, that is to document
examples the Millett, Rogers, & Stanley Framework for Reflection, all journal entries
were re-read many times and discussed again, trying to find the richest and most
revealing examples for each cell of their Framework. For the second goal of my study, to
look at how the reflection process develops over time, qualitative chronological analysis
was done for each individual teacher’s journal entries. Each teacher’s entries were
chronologically lined up horizontally. The teacher’s entries were also matched vertically
according to dates. This way, the development of each teacher could be researched
individually and also compared across teachers. Also, possible chronological trends or
patterns across teachers’ entries could then be observed.

The three experienced teachers in this study started the process of learning to
reflect on their teaching in September 1997. Throughout the ten-month IYTP period,
helped by their supervisor’s feedback, they worked at honing their skill of reflection. The
Meta Net on-line discussion and conferencing system made it possible to keep a record of
these teacher’s growth and development in terms of reflective teaching, and hence, made
this study possible.
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CHAPTER 3
EXAMPLES OF REFLECTIVE DESCRIPTION

The following three chapters will look at, explain, and give examples from
teacher’s reflective journals of the Description, Analysis, and Intelligent Action stages of
the Millett, Rogers, & Stanley (1999) Framework for Reflection. Each chapter begins
with a brief overview of how the particular stage develops. Then, at each level, the
content and focus of the reflections are summarized. This is followed by examples of
teachers’ reflective journal entries. For each example, there is an introduction to the
journal excerpt, the excerpt itself, and an analysis of it in light of the Framework.

Description in the Framework
The Description stage involves describing what happened to the teacher and
students in a class. The ability to describe in retrospect is very tied to the essence of the
experience in-the-moment. At the Beginner level, teachers usually describe primarily
what they did in class in a very general way. At the Intermediate level, the focus of the
description is linked more closely to what the students are doing and their reactions. At
the Advanced level, teachers can describe the learning process and how it took place.

xxii

Beginner
A beginner reflective practitioner, according to the Framework, will focus mostly
on describing what she did in the class, what the general steps of the lesson were, as well
as their reaction to how well/badly it went. There is little description of what students did.
If there is any reference to the students, it is in terms of general comments about the
group as a whole. Emotions such as self-blame can be present, and if so, are sometimes
detrimental to the ability to observe and describe.
In the data pool, there weren’t any true examples of Beginning Description as
defined by the Framework. The level at which the teachers in this study started their
reflective descriptions could be categorized as High Beginner.
Example 1
Robin had just returned to teaching after the first summer of classes where she
studied about different Approaches to Language Teaching, namely Total Physical
Response (TPR), the Silent Way, Suggestopedia, and Community Language Learning
(CLL). Like her fellow classmates, she was eager to return to teaching and try out some
of the techniques she had learned as her journal entry shows.
I am going to enter part of my journal from the first day back, August
26th. Class: 10 students, reading class, 18 years old. I taught my first
reading class this morning. It was great to see my students again--their
laughter, smiles, and youthful energy. I am glad to be back, although I
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was a little apprehensive on Sunday night. I knew that my classes
wouldn't change dramatically after my first summer, but I didn't want
things to stay exactly the same, even on the first day. So I started small.
Before class, I arranged the chairs in a circle. This was nice because I
felt part of the group rather than the "teacher" at the front of the class. I
felt this was a good start. I tried not to give away answers, whenever
possible. I used my fingers for the first time to count words in a
sentence or to aid the students when they missed particles, etc. I started
the class by having the students make sentences to go with pictures in a
"true story." The students read the story aloud and I had them act out
the story, in threes. This worked well because they used their own
words to enact the story. Also, there was a lot of laughter, and interest
was high. Finally, I had the students answer a few questions and some
personal questions related to the story such as "what would you do if ..?"
I didn't try feedback at the end of the class, although I think I could
have. (08-OCT-97)

In this description, Robin focuses primarily on what she did in order to
incorporate new techniques and changes in her classroom. The general focus in this entry
is on what Robin did as a teacher before and during the lesson. There is a shift however
in this entry towards Intermediate Description because Robin does include a brief account
of her students’ reaction as a group. There is also a short analysis that is emerging when
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she describes the outcome of what she did in class in terms of student reaction when she
mentions that “This worked well because they used their own words to enact the story.”

Example 2
In January, Victoria got a chance to work for a month at a Teacher-Training
Center, teaching Elementary School teachers English Methodology. She described this
group of students as her dream class. In this context, she experimented with many
teaching approaches and techniques. In the following class, she was experimenting with
using Cuisenaire rods as used in the Silent Way.
One of my goals has been to try out the approaches and different techniques that I have
been doing. I’ve been doing things I don't normally do like chants and story telling (I
teach teachers who teach children - this is what they want). Ordinarily I would have a lot
of anxiety about experimenting with the unknown, but not with this group. So I finally
took the plunge and did a whole rods lesson. Our lesson was on comparatives and after
giving examples and modeling I did something Ani did with us in Swahili class. I put my
students in groups and gave them rods and asked them to create comparative sentences.
The beauty of empowerment the silent way offers was so clear - my students went way
beyond 'the blue rod is longer that the green rod' to things like 'both the green and red rod
together are the same length as both the red and yellow together' etc. It was a very
powerful learning experience and I was so amazed at how much they came up with
themselves. (23-JAN-98)

In this example, Victoria describes what she did to set up the teaching situation.
She gives a brief account of how students were able to go beyond the set task using two
specific examples, but the description is limited. She reports that students, as a group,
went beyond her expectations with the task. Her description doesn’t capture what the
students were doing, or how they were reacting during this practice period.
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Intermediate Level
The movement from Beginner to Intermediate Description occurs when the focus
of the description changes from what the teacher is doing to what the students are doing.
Description at this level focuses on specific parts of the lesson that were most important
in terms of learning, and includes more specific data describing student reactions and
participation. Descriptions may include emotional reactions of both students and teachers
that may be painful for the teacher but accepted as part of a learning process, and hence,
serve as a trigger for further reflection.
For the greater part of the study, all participants were able to describe their classes
at an Intermediate level. Although all of the following entries are examples of
Descriptions at the Intermediate level, there are differences in the details given within the
level. Teachers’ descriptions became more and more detailed for both the lesson
segments more important to learning, and student reactions and participation within those
segments. For example, teachers were able to zoom in more and more specifically to
student reactions, describing what students said, and what their facial expressions and
physical responses were.
The first two examples below can be categorized as lower within the Intermediate
level while examples 3 and 4 are more detailed. Examples 5 and 6 show a high level of
Intermediate Description that is moving towards the Advanced level.

Example 1
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In this example, Robin is focusing on new ways of introducing songs in a
“Karaoke” class, using techniques learned the first summer. Her focus is on trying out
techniques, describing what she did in implementing them in the classroom, and looking
at her own reactions and those of her students.
I have been trying many new techniques and activities in my classes, and I would love to
write about 10 pages.....but I guess I'll stick to feedback for another entry or two. I
videotaped a 2-hour class the other day, and I was amazed at how the video camera made
me so aware of everything I was doing. During the class, I was sure each activity could
have been done differently, or better, despite hours of preparation. I think that I was
extremely critical of myself because I knew that Claire would see the video, but critical in
a good way; an "awareness, reflective sort of way." Anyway, as I mentioned above, I did
a lot of preparing for this class, which is Karaoke class. We have one week in the
classroom and one-week at the Karaoke box. We learned 4 songs, one the "English
Volare" way as we did in CLL, running up and putting parts of the song in order; and the
other 3 songs in 3 separate stations (students chose a station and completed a task such as
drawing a song to go with a song, or filling in missing words, etc.) At the end of the
class I was quite pleased, because the students kept moving, had some initiative, and
seemed to enjoy the class. Then I asked for feedback. I asked "What did you learn?" and
"What do you want to learn more of?" I was a bit surprised because a lot of them said
that they wanted to spend more time on one song learning the pronunciation, intonation,
etc. (19-NOV-97)

The Description part of this entry is at a low Intermediate level. There is an
emphasis on describing what she did in class to set up the learning situation. However,
she is also describing in-the-moment how students reacted to the situation: “students kept
moving, had some initiative, and seemed to enjoy the class.” This is a shift to
Intermediate level because of her focus on the students. Interestingly, she mentions at the
beginning of the entry her own reaction to videotaping her classes and how it made her
more aware of what she was doing. This raised awareness is not stopping her from
observing as she notices that she could have done things differently. She is critical of
herself, but in a way that makes her want to continue the reflective process.
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Example 2
In this entry Candy is reporting on her use of new techniques in the classroom.
She describes what she did but her focus is more on how students reacted to her new
techniques. Her actual reflective piece included 6 different techniques that she used. Only
two will be presented here.
This go round not so much about what I would do differently but just on some of the stuff
I did that I learned this summer and was thrilled worked as beautifully as it did, with
minor tweaks.
THEATRE GAMES and CLL CIRCLE
I tried theatre games and CLL “how do you feel about learning English” circles in my
housewives classes. The following week, one of the classes had totally created their own
textbook (16 copies) complete with student roster, color cover, teaching schedule (dates
and material). It was all handwritten in katakana (for me to translate). BOY was I was
shocked! I’ve been teaching for 12 years and NEVER had a class make their own book,
let alone in one week. The class ‘captain’ had a large say and I was unable to find out
how much she did and how much others contributed (face saving and all that). Although
the lesson structures are strange to me (strange sentences or non-connecting structures
within the Japanese dialogs themselves). I am trying to use their book as a base and
incorporate more useful phrases/activities as well. The theatre games and CLL circle
dialog was a lot of fun, very relaxing and helped set up the community and helping each
other mood. The housewives were creative and expressed different yet often related
sentences. When I tried it with my 12th graders, they repeated the same sentence pattern
and ignored the correct sentence structure that I was saying behind them. They just
wanted to play with the tape machine and the microphone.
EVALUATIONS
After many of the classes, particularly the 10 grade ones, I’ve been asking them one by
one as they leave the class how they liked the class: good, so-so, or bad. Or how much
did they speak English: a lot, so-so, not so much. Or how interesting it was. I’m feeling
braver at having the direct face-to-face feedback and it’s fascinating to see them gain the
confidence to tell me the truth or for me to look at a normally expressionless girl say
“Very interesting” when I would have thought she was bored or vice versa. I debated
about letting them just give their own answer vs. me giving them multiple choice but
asking 40 girls does a bit of their 10-minute between class time even with a simple
choice. (14-OCT-97)

In the first part of her entry, Candy describes how her students, helped by a
leader, put together their own book and her surprise. Her description of her students’
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reactions to CLL circles includes the group’s mood, and how they were creative and
expressed different but sometimes unrelated sentences. She also reports how a younger
group of students reacted differently to this activity. Second, in talking about asking her
students for evaluations of her classes, Candy gives a great example, describing how a
normally expressionless girl said “very interesting” in feedback. Her focus here is on
what the students were doing but the descriptions are limited. Candy also talks about her
own awkwardness at asking for feedback at the end of class, but it does not deter her
from doing it. On the whole, Candy is describing what she did briefly, but only to set the
stage for how these activities worked in terms of how students reacted to them. She also
describes a lot of surprise and awe at the results she got with these implying her desire to
continue using and experimenting with these techniques.

Example 3
Victoria was teaching her dream class at the Teacher-Training Center. She was
working on stepping back to have students learn from each other, while maintaining a
low key, yet firm teacher presence. She described her challenge as creating activities to
support her students’ motivation, and setting up these activities to prepare students
properly so as to optimize their learning experience.
On Monday our topic was travel and I had prepared some cut out pictures of different
travel destinations. I then handed them out to the students telling them they'd just
returned from a vacation and here were their photos. They were then to tell their group
about their vacation and also ask each other questions. What I realized 10 minutes into
the activity was that although they were all talking and involved, it was more guessing
about where the pictures were from or talking about their own real vacations. I could see
that it actually took a bit of imagination for them to do this activity and what they needed
was for me to have demonstrated. At that point I did stop them and actually demonstrate
and go over the language needed (e.g. I went… I saw…, Who did you go with..?) and
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from then on it went according to plan. It was interesting to observe in myself my
hesitancy to completely stop the activity halfway and re-instruct – like somehow I was
admitting to the class I’d failed the first time. (29-JAN-98)

After setting up the activity, Victoria noticed that her students were active and
involved, but realized that they were having some trouble with the lesson. They seemed
to be guessing about the pictures and not talking about them as if they were from their
own vacation. She then gives us an account of what she observed the students doing that
showed her they were struggling. She was able to stop the activity, go over her
instructions, and model for the students. She however perceived at some level that this
was an admission of failure. She just comments on this as an observer of this perceived
failure and doesn’t seem to take it personally. She seems interested in understanding why
she felt that way.
Example 4
Two weeks prior to this entry, Candy commented about her most difficult class
and gave examples of how students were misbehaving. This led her to think about her
role as a teacher. She felt she had changed over the years from being friendly and kind, to
being authoritative and perhaps intimidating. From then on, she wanted to look more
closely at her need to have everyone participate in class. Of importance to her was
wanting to target when and why she got angry, and how flexible she was in these
moments. Two weeks later, Candy had another bad lesson with these students. Although
a difficult lesson emotionally for her, she described in much detail what she and her
students did.

xxx

The CLASS FROM HELL Howdy! Well the 7th grade class from hell I last wrote about
was relatively well behaved for 2 weeks.
Nov. 11 Lots of little things happening.
Dealing with them one by one. Ss late. Feeling like in a bog. Not covering anything. In a
time warp. Did all my “tricks”. Finishing time on the board: changing it a minute
everytime somebody wasted my time (up to 12:41 from 12:35) Eye contact. Had one girl
who repeatedly ‘forgot’ her punishment HW copying up front. Moved Ms. Hairstyle up
front. Had noisy girls standing. Ripped up note. Threw out print club pictures. Told girls to
be quiet. Had energetic girls help me pass out papers. Felt like Mickey in The Sorcerer's
Apprentice. No avail. Finally I sat down and waited. Girls spoke in English: “Let’s
study! Study English!” So continued the lesson. More little stuff. Getting more and more
frustrated, my voice getting louder. Yuri and Asami wouldn’t stop singing some J. songs.
Asked them to leave. Wouldn’t. So I sat down and stared into space/my desk for 20
minutes. Girls got quiet. Girls starting to yell again: “Let’s study! Study English! We’re
sorry!” After they seemed in control of themselves I toyed with teaching them again and
then I thought the hell with it. Let’s take it to the limit. Let’s make an impression. This is
what Sumitomo Sensei had threatened Yuri and Asami with before, and I thought it was
time to carry through. If just to see what their reaction will be next week (Claire’s here!)
After 15 minutes some started to have quiet, happy conversations so I had them stand to
quiet them. The bell rang. I did nothing. All the time I was having a furious dialog in my
head about: 1. What to do 2. How to appear to them. I decided not to get angry (I thought
then it is easy for them to view me as the ANGRY teacher/parental distanced figure they
already have enough of in their lives). I feel they like me and English (they act badly in
ALL their classes, so I’m not being targeted) and I wanted to try to move them
emotionally to shape up. So I opted for getting sadder and sadder. Finally I said “Well
what should we/I do? Do shimasu ka?” No answer. Then in bad Japanese I said “Everyday
you forget your prints. You forget your HW. You’re late. You’re noisy. You don’t listen.
What should we/I do?” Somebody yelled out: “You’re angry.” I said No, not really.
Somebody said “Sad.” I said Yeah, a little sad. But I am especially disappointed. They
helped me translate. I got emotional and welled up a little. I stood up, not looking at
anyone and hid my face kind of and said “Go, just go. Everybody go.” And I left the
room. This is not how I end class usually. The end result so far. Yuri and Asami wrote a
big bilingual I’m sorry on the board. Then they came after school to say they were sorry.
Luckily Otani Sensei helped translate my feelings. I told them how much I liked them and
their personalities but their behavior was unacceptable. I had heard them say they were
sorry before and it didn’t make much of a difference. Could I really believe it? I said what
was important was how they started acting from next week. Otani Sensei was great and
sounded a lot firmer than I did. They don’t know her and since she is older and firm they
both bowed their heads (could only see their parts!) which they hadn’t done with
Sumitomo Sensei (their English teacher) who Yuri had stared back at. Later Sumitomo
Sensei came to see me about what happened since Yuri and Asami talked to her and told
her they had been bad (NOT me this time!) I thought that was interesting. They didn’t
know what they should do (or what I would do, I imagine). (13-NOV-97)

This entry is rich in detailed examples of student and teacher actions and reactions.
For example, she describes what she did to deal with this disruptive class like having
noisy girls stand up and moving Ms. Hairstyle in front. She then sees that she isn’t getting
results and decides on another tactic, that of just sitting down and waiting. She continues
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by describing how students reacted to that. Throughout this entry, it is interesting to read
Candy’s emotional reaction and how she dealt with it in-the-moment. It exemplifies
Reflecting-in-action (Schön, 1983), and gives a good account of what was going on in her
mind at the time and how this guided her next steps. Although an emotional situation, we
can see that it was not a deterrent to observation. Candy was very much aware of what
was going on and it did not block her in anyway from observing what was happening.
Her emotions actually fueled interest in understanding what was unfolding in her class.

Example 5
Victoria started to focus on error correction in her lessons. When teaching
prepositions of location, she had noticed that the errors her students were making were
with the use of articles and not of the target language. She started incorporating finger
correction as used the Silent Way in the presentation stage of her lessons, and in the freer
practice where she monitored and corrected students. She found that stressing the proper
use of this “secondary language” (the proper use of prepositions) in the presentation stage
of her lesson greatly helped. She had been working on ways of correcting and when to do
so for over two weeks before the following entry.
This week has been more challenging - spring festival is just round the corner and I have
wanted to give my students a break from the book and do more fluency activities. I guess
you all know 'tell us about' the conversation board game where you roll the dice and talk
about the topic you land on e.g. your first love, your family.... etc. In my first class I
walked round the room as this was happening and corrected (tried to elicit corrections)
on the spot
E.g.
Std: North Korea is communism.
Me: is communism a noun or adjective?
Std: a noun..aha communist..
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This worked in that the students got the correct forms there and then (and used them) but
it really broke up the flow of conversation and sometimes escalated into mini group
grammar lessons whereas the goal was for them to be working on their fluency. Claire I
can hear you asking 'but did learning take place' and yes I have to admit it did. In my next
class I tried a new approach of just writing down their mistakes as I cruised the room and
then put them on the board later for us to analyze and correct. Again, I would say
'learning took place'. Students were generally interested in the correction process. The
result of this was that they found most of their small mistakes to be with third person 's'
and articles. This was good it that it gave them clear feedback on their errors and what
they needed to work on. (07-APR-98)

The focus of this description is what Victoria did in the moment to work with
individual student correction. She reports a very detailed example of how she corrected a
student. There is a shift of focus here to observing the learning, but Victoria gives little
detail about how the learning took place to support her statement that it did.
This shows a shift towards Advanced Description.
Example 6
Robin started looking at how she knows that students have actually internalized
and learned vocabulary or grammar structures. She describes in this entry an incident that
started to make her aware of this issue.
Last week I taught AWESOME and SUCKS to my conversation class as part of the slang
I am introducing in the class. Anyway, we practiced it in class, and I told them to say
them once a day for a week as homework. Well, next class, I almost forgot that I taught
them these words, when a couple of students used them during free talking time! Was I
shocked! These couple of students used the words without being prompted, reminded, or
even opening their books. I realized that this was internalized...they really got it. (22MAY-98)

As in Example 5, we can see a shift towards the interest of the learning process in
Robin’s entry. The description of it is however limited because she reports that learning
has taken place but her focus at the time was not on observing it. Her entry gives a sense
that she is starting to realize that she can, as a teacher, observe the learning process.
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Advanced Level

Advanced Description focuses on the learning. The descriptions at this level
include specific data that focus on critical aspects of lessons or lesson segments where the
learning took place and evidence that it did or didn’t. Teachers at this point already have
strategies in place for dealing with painful emotions that may arise. The first example
given is on the low spectrum of Advanced Description.

Example 1
Robin was continuing to look at students learning. In this entry she is
trying to observe when learning has taken place. She had set up many ways of
doing review activities to see if students could use previously taught language
spontaneously. She describes her students’ reactions here.
So far this week I have used the card game concentration with vocabulary words and
pictures; drama to practice idioms and sentence patterns; face to face with vocabulary;
and making up sentences with words. Surprisingly, these activities don't take up that
much time. As well, I started to have more tie ins with each of my lessons--this means
that I write sentence structures and vocabulary etc, from past lessons on the board each
week--kind of like keeping a running total of everything we've covered so far. Then
when I assign a review activity, I can draw from things we covered weeks ago. Well, that
is what I've been doing the past 3 weeks, and I have found that in general, my lessons are
more flowing, because of the tie in from the previous lessons. I can usually easily observe
if the students have internalized the language, because if they have, they don't need to
look in their books, and they have no problems completing the task. As Victoria
mentioned, you can tell because they are laughing, engaged, and even adding some of
their own ad lib to the task. When I saw my students having a good time with the task,
and an easy time, I felt that the language was internalized. In some of the lower levels, I
saw some struggling, and I knew that more practice was needed. (29-MAY-98)

Robin gives a detailed account of what she did to set up warm-up reviews. She
gives good examples of what she observes her students doing that show if the language
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has become internalized. For example, she notices that they don’t need their books, they
don’t have problems completing the task, and they are even adding some of their own adlib to the task. Robin focuses on the practice part of the lesson and gives many examples
of the general feedback she is getting from the students to see if learning has taken place.

Example 2
Candy was working on introducing Kinesthetic (K), Auditory (A), and Visual (V)
activities in her classes to reach all the different kinds of learners. She started really being
able to observe individual student’s learning style in doing so.

As a final note on my KAV observations this week during an 8th grade scrambled
questions activity I felt a new level of awareness. As individual Ss ran up to me, trying to
remember the question to ask me, I suddenly became more aware of their eyes, gestures,
mannerisms. In the “How Your Child is Smart” book Markova sums up the different
types for example: AKV types tend to be eye-shy, VKA’s and KAV’s use their hands
while talking. There was one girl (Marina) who looked directly at me, smiling, jabbing
her pencil towards me punctuating each word as she struggled to remember the question.
Another girl while asking me “Is your phone number 06-75-9975?” held her hands up at
me showing each number as she said it. Wow! K is pretty useful, important for her. I
never would have placed eye shy or expressionless speakers as a particular type of learner
before but it is FASCINATING the way the different elements of our personality hook up
together. We are not just randomly put together (01-MAY-98)

During her lesson, Candy became really attuned to the cues her students were
giving her about their preferred learning styles. She gives a detailed Description of the
critical part of the lesson where she observed two students’ reactions to her activity. She
was focusing on observing how they learned best and which aspects of KAV were most
important to them.
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Example 3
The few weeks prior to this entry, Victoria had been working very hard at
developing syllabi to better fit the different types of learners she had in each of her
classes. She had just started a new semester at her University, and one of her goals for
this new beginning was to set clear teaching objectives for each of her classes as well as
for the whole semester. She handed a syllabus to each class in their first lesson, and
started putting up clear class objectives on the board at the beginning of each lesson. Her
reflection in this entry involves how to act in-the-moment to serve the learning process,
while still adhering to her lesson plans. What she is learning is that it is possible to do
both as this entry demonstrates.
I'm feeling sooooo positive about teaching. Ever since I’ve been teaching again it's as if
the ghost of Claire is still in my classroom giving me all these little insights and probes
throughout my day.
1. What I observed.
My class today is large (55) with a real young boisterous energy to it. They were getting
giddy and off track in the group work. Lots of Korean, jokes, squeals, more of a party
feeling then a felling they were really trying to work out this 'ing' vs. 'to' verb thing.
2. What I did
I walked around the room feeling like the language police reminding them to speak in
English and asked them questions about the work to make sure they understood and were
doing it. They responded well but as soon as I left, went back to the party (in Korean)
3. What I did 2.
I stopped the activity and asked them if working in groups was helping them to solve this
little language mystery. They said overwhelmingly yes. I asked them how it was helping
them They said they can discuss the problem and they can help each other and it's more
interesting. I felt a bit lost here because I didn't pick up that this was happening at the
time or maybe it was for those few who answered my 'how' question. I then asked how
well they felt they understood the grammar point by drawing a line on the board from 0
to 100 and asking them to indicate where they were by giving me a number 100 meaning
I feel confidant I understand the structure. I was surprised that most of them were under
50. I then asked them to ask me questions about what we were doing. Silence. Claire
intervened here and told me just to keep waiting. So I did and I did. Then I said what
questions are you thinking.. and soon they came up with a steady stream of them. What
the biggest problem was that they were all trying to figure out the difference in meaning
between: I like TO work and I like workING etc.. I was trying to teach them the form and
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had neglected to say there is no difference in meaning (is there??). What was happening
in the group work was that they didn't really know what they were doing and they were
concerned about meaning and couldn't really concentrate on the activity. (17-MAR-98)

Victoria’s Experience in this lesson was really attuned to the feedback she was
receiving from her students, how they were reacting to her as well as how they were
reacting in smaller groups. She was focusing on whether or not students were learning the
structure. Realizing that something wasn’t clear, she stopped the lesson, put away her
lesson plan, and tried to get feedback to see where students were stuck by asking a
variety of questions. Her intention was to see how she could best serve her student’s
learning. Her description is of a small part of the lesson and includes very specific
examples of how students were behaving, what she did to understand the situation better,
and student’s reactions to that. On the emotional level, Victoria admits to having failed
to teach that there was no difference in meaning between the two forms. This is
mentioned in passing and there seems to be little emotional attachment to this oversight.
This kind of reaction is key to Advanced Description and Analysis were the focus is no
longer on what the teacher did or did not do well, but on how to work with the learning
regardless.
The examples given above for the Beginner, Intermediate, and Advanced levels of
the Description stage of the Millett, Rogers, & Stanley Framework for Reflection show a
clear development of focus from the what the teacher is doing, to what the learners are
doing, and to whether or not the students are learning. Descriptions become more and
more specific, capturing key moments in the lessons, individual student’s reactions, and
student’s behavior that gives evidence of learning.
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CHAPTER 4
EXAMPLES OF REFLECTIVE ANALYSIS

The third stage of the reflection process is Analysis. After the classroom
Experience in-the-moment and describing it afterwards, a teacher must be able to step
back and think about why things happened as they did. The ability to do this is linked to
the teaching Experience in-the-moment, the ability to make links to that experience, and
the ability to generate one or more explanations for why it happened. Analysis can be
based on teaching experience and known theories, and the influence of the emotions that
arise in the process and how they are dealt with. A beginner will only be able to generate
one or two possible reasons in analyzing the situation. At the Intermediate level, the
teacher will generate more explanations to understand what happened. Finally, at the
Advanced level, the teacher’s ease to generate hypotheses is noticeable and these are
clearly linked to personal teaching experience and theories.

Beginner
At the Beginner level, a reflective teacher is primarily engaged in describing the
in-class situation. There is little or no Analysis and therefore, jumps from Description to
Action are often common occurrences. If the teacher does try to understand the “why” of
the situation, she may be able to generate one or two explanations for what happened, but
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these may not be clearly related to the Experience and not supported by examples that
show the connection. These possible explanations are not usually bound to any
articulated theory a teacher may have, or her past experience. The teacher is often quick
to jump to conclusions, and wedded in her first explanation for what happened. The
analysis may also be driven by emotions, especially when blaming of students or self is
involved, and this can block the ability to analyze.

Example 1
Robin was working with a new way of introducing songs for her “Karaoke” class.
She introduced 4 songs using a CLL technique in one lesson. During the feedback session
that followed, students expressed that they would have rather liked to spend more time on
one song, learning the meaning, pronunciation and intonation. Here is what she then
considers.
I was a bit surprised (about the feedback) because a lot of them said that
they wanted to spend more time on one song learning the pronunciation,
intonation, etc. I realized that I could have cut down on a lot of prep
work by spending more time on just one song. I was thinking that we
would spend the week in the classroom learning meaning, and the
Karaoke week practicing the singing. But the students want practice in
the classroom first. I realized that without the feedback, I would never
have known that is what they needed and wanted. Last year, before I
went to SIT and started asking for feedback, if a lesson went well, I
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would have thought it a success. I see there is so much more than just
how I (emphasize I) thought a class went. So much to think about, so
much to reflect on, so much to improve... (19-NOV-97)
Robin describes the feedback she got in class, but doesn’t address why she did.
What she learned from this feedback is worded in terms of how much time she could
have saved. She doesn’t pursue to any depth why she thinks this is what her students
wanted or needed. She just realizes how valuable it is as a tool to better evaluate the
effectiveness of her classes, but doesn’t relate it to this particular class.

Example 2
Victoria had been asking her students for structured feedback at the end of her
classes for a few weeks. The questions she was asking were: What helped you most?
What did you enjoy most? and What didn’t help you? She felt she was getting the same
vague responses. In the following she is looking at why she thinks this was happening.
What I’m still struggling with is feedback. Initially I did it at the end of
each lesson with: What helped you most? What did you enjoy most?
What didn't help you? But I found my responses were always the same everything helped them, sure they enjoyed some things more but there
was nothing that didn't help them. I feel I need to go deeper to get more
out of them but not really sure how to. I’ve tried verbal and written
feedback and also got them to do it individually and in groups. I've also
tried getting them to be more specific i.e. how did it help you? The
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answers are vague. I also wonder how or if to do feedback with children.
Right now I’m back to the big question of why we do feedback, what its
purpose is. I talked about this in the other folder and I think it's to make
us become aware of our own individual learning process and what we
need to keep or change. I’m not sure where to go from here. (13-JAN98)
Victoria’s thoughts here are more descriptive than analytic, but she is describing
her thoughts to understand better how to ask for feedback and it’s purpose. She is able to
use clear data to show what she’s done, but she can only come up with questions to why
her students’ answers are vague in feedback, and how to better implement feedback. Her
strategy for analysis is to raise questions but she is unable to generate any answers to
these. She isn’t really addressing the core of ‘why’ the answers she is getting are vague.

Intermediate

Intermediate Analysis is more closely bound to past experience and being able to
formulate personal theories of what happened. At this level, a teacher will be able to
generate more than one explanation for what happened and in doing so, is trying to look
at multiple ways to understand the situation. There may be an explanation that the teacher
prefers, but she is not wedded to any particular explanation. She will try to analyze the
situation using personal past experience, and at times, can also use theoretical
frameworks to better understand the situation. Conclusions in the analysis can be
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substantiated with evidence drawn from the description of the teaching situation. The
investigation during the Analysis stage may trigger painful emotions. However, the
source of these emotions is usually identified by the teacher, and the emotions themselves
are accepted as part of the process.

Example 1
This is an interesting analysis that happened in-the-moment and is described after.
Victoria had set up travel role-play for students to practice situational English. Although
her students were doing OK, she analyzed the situation as follows.
The two problems I found were: 1. I think of role-play as really pretending to be someone
else...and therefore offering a whole set of potential new language. My students were still
there 'classroom selves' (for example they were flying from Seoul to Pusan..) which was
going well I just wanted to see how far it could go. 2. I hadn't presented models prior and
I decided that for the few floundering students and just to get off really well I needed to
provide some starters. And although fluency not accuracy was the focus, as I was
listening in there were a lot of errors apparent. Perhaps some starter models would serve
to have my students thinking about accuracy more (and of course give them the accurate
language) (12-MAY-98)

Victoria continued her entry by describing what she did to change the situation.
In- the-moment, she was able to generate some reasons for the responses she was getting
from her students. For example, she noticed that students were still their ‘classroom
selves’ when doing the activity, that she hadn’t modeled the activity for them. She also
articulates her theory/belief about why and how role-plays should be done. She thinks
that when doing role-plays, students should take on a new identity and in doing so, new
potential language becomes available to use. She then decides that modeling the situation
would help then go farther with the activity. All of this analysis was done in-the-moment,
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and although not shown in the excerpt above, she did end up stopping the activity to
model it.

Example 2
Robin was starting a new school year and started introducing her “mikan-time”
activity to her new students. In a lower level class, the activity didn’t go well, with many
awkward pauses. She reports that this also set the stage for the rest of the activities
planned, as she felt they didn’t really flow. Here are her thoughts of why this happened.

This left me really thinking about what happened and why. I really felt depressed after
that class because it was my first class with those students and I really wanted to start off
right, however…
So I thought about it overnight and I have a few ideas, perhaps
obvious, but nevertheless, here goes. Since it was the first class, the students were
probably nervous and shy, and here they were, being asked to say something, without any
preparation or warning. This was not a “safe” activity, and they were put on the spot.
Usually I am sensitive to this, but this activity has worked so well in the past, I just kind
of went in there with too many assumptions. I also realized that last year when I started
doing this activity, it was with second year students with whom I had already established
trust. I feel that I should have started out with perhaps each student saying just one
word, such as a feeling, and then later in the semester I could ask for more. I really like
the idea of unstructured fluency activities, but I have to be careful when and how I
introduce them. A time and place for everything. (14-MAY-98)

Robin generates many ideas to try to understand why this activity didn’t work.
Her explanations are clearly linked to what went on in her class. She articulates her
theory that this exercise was probably not “safe” for students as she had not yet
established trust with these new students. She links this to her experience a year prior.
She then considers some possible ways she could have done the activity differently to
make it “safer”.
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Example 3
Victoria was ending a term with her class. In their last class, she ended with a
discussion on “everything you always wanted to ask a foreigner but were afraid to ask”.
This resulted in an angry confrontational blast from her students. In the following entry,
the description is also included because it is also analyzing or explaining why her
students reacted as they did.

There is a lot of anti foreign sentiment in Korea right now. Korea basically
blames the west for the problems it's in. I’ve had friends harassed on the subway
other teachers seriously challenged in their classes but personally nothing really
big until today. In our last class we spent the last half hour with 'everything
you've wanted to ask a foreigner but been to afraid', I guess I did open myself up
but what happened was a really angry blast of how great Korea is and how the
IMF has ruined the country. It was an extremely difficult situation and very
confrontational- (actually a horrible way to end what has been a great month) I
got out of it basically by lying and pretending I didn't know a lot about the
situation - they would not have liked my honest opinion. I’m thinking about how
to handle this if it comes up in future classes, it reminds me yet again of how
we are seen as embodiments of 'the west' teaching in Asia. I wonder if 'active
listening' would be appropriate, if just being heard is the solution. (30-JAN-98)

Victoria first starts by mentioning that there is a lot of anti foreign
sentiment Korea which is part of the analysis of why this happened in her class
and why she opened herself to this difficult situation. After her students’ angry
blast, she reports analyzing in-the-moment that students would not want to hear to
her real opinion and chose to pretend she didn’t know much about the situation.
She continues to look at why this happened and how foreign teachers are viewed
as the embodiments of the “west”. In retrospect, she is trying to understand how
to deal with a similar situation in the future and is thinking of a way, active
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listening, as a possible solution. This emotionally charged situation is not
stopping Victoria from looking at what happened and not deterring her to try to
understand and find a solution or a way of dealing with the situation if it happens
again in the future.

Example 4
In one of Candy’s lesson, two students lied about being sick and needing
to go to the bathroom. Another one of them sneaked out of class. She brought
these students to the teacher’s room where she explained the situation and a
Japanese teacher scolded them for some time. The students however said that they
hadn’t lied. This left Candy furious. In the following she is looking at her own
feelings, why she felt that way, and why her students lied in class.
I found it amazing to know what I knew was the truth and have them baldly lie
so well. I was shocked at how mad I was over seemingly piddling misbehavior
(Inside I was boiling over). I expect at least everyone not to lie and to be
‘attentive’ if not happy. Nobody sleeps in class. Nobody works on other HW or
writes notes (I tear them up). I wonder if I’m expecting too much by not
allowing each student to bring where ‘they are’ in the class. I know I was pretty
tired in Amina’s Suggestopedia class and I laid down pretending to practice
when I was zoning. I knew that she wouldn’t reprimand me because that wasn’t
the way it was done. I wish I knew more about adolescent thinking. They are
supposed to be testing 'the limits' I think. And at the same time I think I should
be training them for 'real life' such as being prepared, remembering HW and
prints, being respective (listening to others when they give speeches, etc). I
want to continue to examine my need to have everybody participating and active
in what we (I?) are doing. I’m wondering why I can’t feel comfortable letting 2
Ss who feel the need just to blow off and escape and go to the restroom. Part of
me feels there will be absolute chaos. I think about how little time we have
together. I want it to be 'productive'. Am I a control freak? (30-OCT-97)

In this example, Candy has a strong reaction to what her students did. She reports
feeling that she is “boiling over”. This situation however triggers her interest in
understanding why she felt that way. She looks at her expectations as a teacher, and
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challenges them when she wonders if she is expecting too much by not allowing
everyone to be who they are. She then relates this to her own experience as a language
learner at SIT when she studied Swahili where she knew she wouldn’t be reprimanded for
dozing off. She puts forth questions to reach a deeper understanding of her reaction and
expectations. Her analysis also looks at what her students did in class as she tries to
understand why they lied. She is trying to understand what they were thinking about at
that time.
Advanced
The movement into Advanced Analysis is characterized by the ease with which a
teacher can generate multiple explanations and multiple frames of analysis in order to get
a broader understanding of what happened. A teacher will do so by connecting what
happened in class not only to her own past experience and theories, but also that of
others. At this level, a teacher can generate and give clear support for her own theories of
teaching and learning. The teacher is able to go deeper into the “why” of a teaching
situation by exploring many different possibilities and hypotheses. Reflection at this level
has become an integral part of teaching, and is sustained over time in order to really see
what emerges from her exploration. Not only is the classroom reality looked at, but also
larger systemic issues can be taken into consideration. Finally, on the emotional level, a
teacher is able to identify sources of painful emotions that may arise and has clear
strategies for dealing with them.
In the data pool, there we no examples of Advanced Analysis found. In chapter 6,
some explanation of why teacher’s were not able to reach this level of Analysis are
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presented and explained. In the examples given in this chapter, there is a movement from
generating few explanations for what happened and jumping to conclusions, to being able
to think of more reasons and to relate the analysis to the experience and in-class moment,
while formulating some personal theories. In the next chapter, we will look at the
continuing step in the process of reflection, that of taking Intelligent Action based on the
Experience, Description, and Analysis of the situation.
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CHAPTER 5
EXAMPLES OF REFLECTIVE INTELLIGENT ACTION

The final step in the reflective process is deciding which Action to take in
response to a given teaching situation. What makes an Action “Intelligent” is how it is
based on the Analysis and Description of the situation. The movement from Beginner to
Advanced is seen in the degree to which the Action chosen is linked to the Analysis of
the situation, and in the number of possible next steps generated that are linked to the
Experience, Description, and Analysis.
In the examples given below the Analysis of the reflective journals are presented
in normal print and the Intelligent Action parts in bold print. Not all entries had clear
Intelligent Action, and often they were embedded in the Analysis as possible next steps to
take.

Beginner
Beginner Intelligent Action is characterized by a movement from broad general
description with minimal or no analysis, to the next step. There’s usually little connection
between the Analysis and the Action. Three examples are given below. In the first two
examples, the Intelligent Action is clearly not related to the teacher’s analysis. The last
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example is starting to show some connections to the analysis and therefore is starting to
shift towards Intermediate Analysis.

Example 1
Victoria was working on stepping back more in class and getting students to learn
from each other while maintaining a low key, yet firm teacher presence. She wanted to
focus on her skill of observing students and learning. In her class, she gave students
travel pictures as props and instructed them to do a role-play, pretending that they had
just returned from vacation. By observing, she realized that students didn’t really
understand the idea of the role-play, so she stopped the activity and re-instructed by
modeling.
What I realized 10 minutes into the activity was that although they were all talking and
involved it was more guessing about where the pictures were from or talking about their
own real vacations. I could see that it actually took a bit of imagination for them to do
this activity and what they needed was for me to have demonstrated. At that point I did
stop them and actually demonstrate and go over the language needed (e.g. I went... I
saw..., who did you go with..?) and from then on it went according to plan. It was
interesting to observe in myself my hesitancy to completely stop the activity halfway and
re-instruct - like somehow I was admitting to the class I’d failed the first time.
Tomorrow I want to try yet another SIT activity: that of drawing our personal
teaching stories (I teach teachers) and to finish the program with talking about our
past teaching histories and future goals. On another note Candy I like what you said
here about wanting to learn names and Rob the fact you call on students using their
name. Once I’m back at my university I want to try the index card idea from Claire,
where I have my students names on cards and pull randomly to call on students.
(29-JAN-98)

In this example, the link between the description of the learning situation and its
analysis to the next step suggested is not clear. The description of her next action doesn’t
include any comments on how she will continue to work on her goal of “stepping back
more in class and getting students to learn from each other while maintaining a low key,
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yet firm teacher presence.” The next activity seems connected but the reader is left not
knowing how.

Example 2
Victoria had been asking her students for structured feedback at the end of her
classes for a few weeks. She was getting vague answers from her students. After raising
questions she decided to do the following.
What I’m still struggling with is feedback. Initially I did it at the end of
each lesson with: What helped you most? What did you enjoy most?
What didn't help you? But I found my responses were always the same everything helped them, sure they enjoyed some things more but there
was nothing that didn't help them. I feel I need to go deeper to get more
out of them but not really sure how to. I’ve tried verbal and written
feedback and also got them to do it individually and in groups. I've also
tried getting them to be more specific i.e. How did it help you? The
answers are vague. I also wonder how or if to do feedback with children.
Right now I’m back to the big question of why we do feedback, what its
purpose is. I talked about this in the other folder and I think it's to make
us become aware of our own individual learning process and what we
need to keep or change. I’m not sure where to go from here, I’ve left it
for the last few days. I might try Robin’s passing the orange round
idea and see what they come up with. (13-JAN-98)
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Victoria’s strategy for analysis is to raise questions but she is unable to generate
any answers to these. In the end, she proposes to try an orange-passing type of activity. It
is not clear why she sees this strategy as a possibility to get more or clearer information
from her students. It is possible that the link is clear to Victoria, but she does not explain
this link to the reader. The use of the word “might” also gives the feeling that this
proposed next step is still part of her analysis.

Example 3
Robin is describing how her mikan time activity didn’t work in one of her classes.
After her analysis that “even fun things can become boring,” she decides to do the
following.
Reflecting on the activity, I can come up with several possibilities: perhaps the students
are bored with the game; maybe the one "cool" boy in the class is changing the behavior
of the girls; maybe I should break the game into smaller groups......Well, I realize now
that I should have asked THEM about their behavior in the feedback, but didn't. So I
decided to only use this activity every second class or so. It is such a great warm up,
and you can do so much with it....but I realized that even fun things become boring if
done in excess. Well, I plan to monitor the game in my other classes, and see if the
same problems arise. So far it was only in this one class. As I said above, I won't
use it for every class. (27-NOV-97)

Robin here can generate a few reasons why her activity didn’t work, namely that
it was perhaps getting boring for students, that the “cool” boy in the class perhaps
influenced the girls’ behaviors, or that the group may have been too big. She however
reverts quickly to the hypothesis that the “problem” is doing it every week in every class.
She does not include any information to explain why she chose this explanation over the
others. The insights of her analysis are not revealed. Her proposed action then becomes to
do it every other week for that group, and to monitor her other classes to see what
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happens with the activity. She does not explore the other possibilities from her analysis
and jumps to the conclusion that it didn’t work because it became boring, and therefore,
she should only do it every other week.

Intermediate
At the Intermediate level, a teacher will chose one explanation she
favors from the Analysis and will devise a way to act on it. The choice of
Action is based on the Experience, Description, and Analysis of the
situation. The teacher may also be able to articulate reasons for the choice
of action. Although the following examples are all at the Intermediate level,
they are presented in an order that shows a movement in development
within the level, with the last example being the most detailed.

Example 1
Victoria was working with error correction. In a fluency activity, she monitored
small groups and stopped to do some correction on the spot, while in another class she
noted her students’ mistakes and did error correction at the end of class for the whole
group. She reports that both kinds of error correction were valuable to the students.
But the problem is they knew what they were doing 'wrong' they know the grammar so
well it wasn't 'cutting edge learning'. The problem is in producing it correctly. Now is the
challenging part...I can see the value in both correction techniques...although I’m siding
with the correct-on-the-spot approach as it seems to actually improve their production.
Although of course with 40 students there are soooo many that I miss. What next?
Tomorrow actually, Both? Okay sold, I’m going to try both tomorrow. And I’m
going to do specific feedback on how my students like to be corrected and try it out
in the next class. (07-APR-98)
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Victoria had experimented with two kinds of error corrections separately in
different classes. She decides that her next step is to incorporate both types within the
same class and then, to follow through with feedback to see what her students prefer. She
even thinks ahead to the following step that will depend on the feedback she receives
following her first step. Her analysis that both kinds of error corrections are good is
linked to the Actions she puts forth. However, she doesn’t clearly explain why she chose
this solution.
Example 2
While teaching prepositions of place, Victoria found that students were making
errors not on the target language, but by omitting the articles that went before them. She
was wondering how to approach error correction for this “secondary language”.
I guess the solution is to teach articles, but then to really teach articles to pre-intermediate
students we'd only do very basic things… and I can already predict the mess I’d get into
(I HATE teaching articles). I’m also wondering about how confusing it could be for
students to be working on one structure (prepositions) and then have a mini articles
lesson thrown in. I would appreciate your suggests on this. What I want to do is highlight
the articles as a secondary language feature (but still vital) without them taking over the
lesson. What I will try tomorrow is that when I present the prepositions on the
board, I will highlight the articles at the same time using tone, finger work and a lot
of repetition. E.g. Me: Where's the circle? Them: It's next to square. Me: Use
fingers to demonstrate there's a word missing. Them: Aah, the square. Me: It's next
to THE square. Repeat. Them: It's next to the square. Me: Again.... I get to do this
lesson three more times tomorrow so I’ll get to practice a lot. (24-MAR-98)

Victoria generates a few ways of dealing with the errors made that are not the
focus of what she is teaching. In her analysis, she concludes that it’s best to highlight
articles as a secondary language feature without them interfering in teaching her target
language, prepositions of place. Thinking about her experience teaching prepositions, and
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how best to serve her students, she thinks through the situation and then decides exactly
how to present this segment of the lesson in her next classes. She gives a detailed account
on exactly what she will do to highlight the secondary language. Her proposed action
shows how she will work with the classroom situation that arose, and it flows well out of
her analysis.

Example 3
Robin had been reflecting for a few weeks on how she could tell if students had
internalized the language taught. In a previous entry, she had said that she “could really
tell if language was internalized if students used it spontaneously.” She then decided to
take action on this reflection by implementing more warm-up activities at the beginning
of her classes to see and observe how much students remembered and how “internalized”
the language was.

So, I have been coming up with "warm up review" lessons where I start each class with
an activity to check the lang. from the week before. So far this week I have used the card
game concentration with vocabulary words and pictures; drama to practice idioms and
sentence patterns; face to face with vocabulary; and making up sentences with words.
Surprisingly, these activities don't take up that much time. As well, I started to have
more tie ins with each of my lessons--this means that I write sentence structures and
vocabulary etc, from past lessons on the board each week--kind of like keeping a running
total of everything we've covered so far. Then when I assign a review activity, I can
draw from things we covered weeks ago. Well, that is what I've been doing the past 3
weeks, and I have found that in general, my lessons are more flowing, because of the tie
in from the previous lessons. I can usually easily observe if the students have
internalized the language, because if they have, they don't need to look in their books,
and they have no problems completing the task. As Victoria mentioned, you can tell
because they are laughing, engaged, and even adding some of their own ad lib to the
task. When I saw my students having a good time with the task, and an easy time, I felt
that the lang. was internalized. In some of the lower levels, I saw some struggling, and I
knew that more practice was needed. Sounds simple, but I really want to come up with
creative ideas so that I can observe the new language in a free practice type of activity.
For now, I will continue starting each classes with a creative "review" and continue
to monitor the learning in this way. I felt really positive about these activities
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because they were often mentioned in the feedback. Today, I am going to try asking
my second year class directly (during feedback) about the warm up reviews and
whether they feel they are helping them. (29-MAY-98)

This entry shows a great cycle of Action/Description/Analysis/to more
Action. After thinking about her belief that “she knows that language is
internalized when students use it spontaneously,” Robin decided to implement a
variety of warm-up activities that she then describes in detail. Her plan of action
is to continue starting each class with one of these activities and to monitor the
language that has been internalized that way. In her next class, specifically, she
plans to ask for feedback to students to see how these activities helped them.
Example 4
Candy was teaching some lady’s classes since the beginning of the IYTP period.
She had had numerous encounters with one of her students both in and out of class. She
had struggled with how to deal with this student. In this entry, she comes to an
understanding here of the dynamics that were at work.
They (2 fellow classmates) clarified it to me that it was about control. XX was taking
control. Du-uh! I'm sooooo slow. Claire had already clearly written that in the feedback
folder. I don't know why I didn't get it. (It's taken 8 months and 3 people telling me
directly). Probably I always thought of myself in control of the classroom (with 40
teenagers, it's pretty necessary). Having to work with the new dynamics of adults in a
smaller setting has taken me some getting accustomed to. Resolutions: if XX comes
armed with papers/materials for all to study (à la recitation contest), I will smile and
accept them and continue with my planned lesson plan and consider how the
materials might benefit everyone's learning at a later date. Next week I will tell
XX that I will attend only one party per term. I will tell her the things I appreciate
her for (taking care of the room reservation, the money collection, and the
bookmarks she made for everyone). I would like to think of ways to use her energy
positively but haven't yet (I think it would be too much to have her paste all my high
school Ss' pictures on the index cards, although.....) (21-APR-98)
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The relationship with this student had been a problematic situation for a long time
for Candy. However, once she assessed the situation in terms of her student wanting to
control everything involved in their class, Candy puts forth specific actions that she will
take to deal with this student and to assert herself as the teacher. For example, she will
consider integrating some of the materials that this student often brings at a later time and
go on with her lesson plan. Candy lists three concise ways that she will deal with this
student in the future. She also is interested in continuing to think of actions to take
regarding this situation in the future.

Advanced

An Advanced practitioner is capable of generating a number of possible next steps
that are clearly linked to theory, experience and the analysis of what has already
happened. She will respond creatively and appropriately to situations reflected on. The
Intelligent Action chosen may involve both the students and the broader educational
community. There were only two examples of Advanced Intelligent Action in the data.

Example 1
After her one-week supervision, Candy is thinking about her role as a teacher and
some of the things she can improve. She was made aware that she tended to ignore the
lower and higher spectrum of her classes, aiming to teach to the middle level majority.
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After reading a book on parenting that mirrored some of what her supervisor told her the
week prior, she then analyzes her approach to teaching large classes.

I have tended to ignore the lower and higher spectrum levels of my classes, esp. the
lower. Scared of boring off the majority, intimidated by the numbers of Ss I have, feeling
inept to help them....I have aimed at the middle. 1. Claire and these other authors have
helped me see the importance of being non-judgmental and completely accepting of
these students, no matter where they are or for whatever reason they are. 2. I want to
become more pro-active (anticipating and being active in dealing with the lower and
higher Ss beforehand) and less re-active (dealing with problems after they come up -although this has a place too). 3. Active listening is both incredibly useful at school and
at home (figuring out what is really going on in the minds of my loved ones) -- and I can
get twice the practice! PLACES TO START: I ‘m going to try to track 2 higher and
2 lower level Ss in each of my classes and figure out what I am/am not doing to help
them learn. I want to work on acceptance and separating my feelings, stepping
outside myself and being non-judgmental. I think I can do by getting closer to the
lower Ss and trying to help them; calling on more girls; doing quickie evaluations of
exercises or classes and trying to watch my tone of voice. I also want to watch my
tendency to label classes or girls in terms like “the sluggettes”, “loser” (she’s a slow
student). And to remember that every lesson doesn’t have to be chockfull of
learning and English-producing activities. Sometimes just having fun can be
enough. Motivating for everyone in the learning spectrum! I think these will help get
me on the right track. I’m pretty excited that all these things can be used at home
too. Twice the fun! Twice the practice! Twice the growth! (26-NOV-97)
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Candy noticed that she had ignored her best and worst students in her teaching.
Her plan of action for stopping to do so is very detailed. For example, she plans to track
two higher and two lower level students in each class to see what she is not doing to help
them. Her next step not only includes the observation of these particular students, but a
shift in attitude especially toward her lower level learners. She wants to monitor her
tendency to label them. Similarly, she takes steps regarding her perspective on teaching
by remembering that each lesson doesn’t have to be just English producing activities, and
that having fun will reach and motivate some students who she would otherwise not
reach. She therefore takes into consideration the students and how she can help them,
their motivation, her own attitude, and her beliefs about teaching in her next steps.

Example 2
Candy was working on ways on incorporating KAV in her classes while noticing
how students are reacting and their preferred learning styles. She had been sustaining this
focus for 5 weeks. She is reflecting on ways of continuing to incorporate KAV activities
and how she will do so. This entry was very long and the complete entry is presented in
Chapter 6. For this reason, I only present the Intelligent Action section of her reflective
journal below.

NEXT:
1.
I want to try and watch the time involved in each of these 3 areas (KAV). I feel
the listening component is getting too much and their production is being
shortchanged. (I could do feedback regarding this as well!)
2.
I was thinking about next week I want to give them pictures of people and they
give themselves new personas and we will practice incorporating the gestures
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3.

4.

into the dialog of getting to know each other. I wonder if getting a new persona
would influence their “freedom” in gesturing?
I was also looking ahead to unit 2 and thinking how the vocabulary of job occupations
could be mimed as well (similarly to the emotions above). I would like to incorporate K
into each lesson.
I want to think about clearly introducing these concepts of KAV to my learners so they
can notice what they like/don’t like, have trouble with/find easier to do. When I’ve
introduced concepts that I weren’t clear, or introduced it only A way or theoretically, it
fell on deaf ears. I think I need to find a concrete way (a KAV way!!!!!!) to model it.
How is K incorporated? (both natural gestures of English speakers and reinforcing
vocabulary) 1. writing 2. gesturing/miming 3. reacting (game, card slapping) 4. writing
letters on the backs of other Ss (Chu 1) 5. following instructions (combined with A) TPR
6. during pronunciation (trying to copy my mouth) 7. practicing eye contact
How is V incorporated? 1. looking at visuals, video, pictures, prints (lastly) 2. using
different colors in dialogs/board 3. writing new vocabulary/drawing pictures on the board
4. watching me model or other Ss perform
How is A incorporated? 1. listening to instructions/tapes/video/me 2. listening to each
other 3. speaking 4. drill work/chorusing/pronunciation (01-MAY-98)

Candy is also looking at the time spent on KAV activities and planning to balance
them more. She wants to incorporate dialogues using new identities to practice gestures
and even looks two lessons ahead as she plans to use miming to incorporate K in the
activity. In her fourth point, Candy generates many specific ways she will use to continue
working with KAV activities in her classes, and how to present the concept to her
students. This entry stands out because of the number of generated next steps, how Candy
is connecting to the theory of VAK, and how she is generating ways of introducing them
in the class. Although a good example, this entry will be discussed in more detail in
Chapter 6 because some of the next steps generated do not fit clearly into the Millett,
Rogers, & Stanley Framework for Reflection.

As the examples in this Chapter demonstrate, the movement of Intelligent Action
through the levels first involves the degree to which it is connected to the Analysis and
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Description of the situation. Second, important factors also include the ease and number
of possible next steps considered, and how closely they are related to the teaching
situation and teacher’s personal and theoretical knowledge of learning and teaching. The
final criterion is being able to substantiate the reasons for the next steps.
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CHAPTER 6:
HOW REFLECTIVE TEACHING DEVELOPED OVER TEN MONTHS

The second goal of this study was to look at the development of the skill of
reflection in a supervised community learning environment over a ten-month period. As
was mentioned in the Introduction, some of the questions I had when thinking about the
skill of reflective teaching were the following: How does the skill of reflective teaching
develop? Are there any triggers that push someone into a higher level of reflection? Are
there any setbacks? What is the key to reaching an Advanced level? The findings in this
chapter do not answer all of these questions, but they do give some insights in the process
of how the teachers in this study learned how to reflect on their teaching.
Before describing how teachers in this study developed in their skill of reflective
teaching according to the Millett, Rogers, & Stanley Framework for Reflection, it is
important to re-state the context in which the teachers learned and honed their skill of
reflective teaching. First, the participants in this study were working as a group of five
graduate students with their supervisor. As a five-member group, they were responsible
for reading each other’s reflective journals. They were also given direct individual
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feedback on their skill of reflection by their supervisor on a weekly or biweekly basis.
Group members read the feedback on everyone’s reflections, but they did not themselves
comment on each other’s reflective process. During the ten-month IYTP period they had
the opportunity to learn a great deal about the process of reflection from each other. They
therefore progressed within the context of this community learning situation. The
feedback they received pushed them to the level of reflection they reached. The influence
of this kind of community learning became apparent early in the IYTP period. It is best
summarized by this comment made their supervisor, Claire.
What is striking me is the power of collective reflection - how powerful
it is for each of you to read one another and even though you do not
respond to one another in this file, there is a tremendous impact. It's
almost like active listening as each person has their own space to express
themselves and you are all able to take the person in and be with them in
whatever way they are struggling or succeeding. It's something like
Robin's "mikan time" only it's not just a warm up, it's the whole show!
What I'm also noticing is that you are beginning to understand what it
means to take an issue and to track it, to investigate it from many angles,
and to formulate an action plan as to how to continue to proceed further
with the investigation. Perhaps my directives in this file have helped
and perhaps my one on one discussions with you during the week visit.
But I also believe there is a tremendous power in the over-hear (overread in this case) position as you all in effect watch one another conduct

lxiii

experiments in your classes. By reading one another's classroom based
research data, by getting into each other's heads as to why you are doing
what you are doing and what the impact is on your students, you
influence one another's thinking in a way that is clearly beneficial and
meaningful. It's the power of a conversation in a classroom where
everyone is engaged in their own individual work while simultaneously
being interested in and affected by everyone else's work. (28-NOV-97)

The teachers in this study were learning the skill of reflection in a supportive
environment. The same skill level may not have been reached if reflective teaching had
been a journey that they had embarked on alone.
In the following, I will describe how teachers in this study developed in their skill
of reflection according to the Millett, Rogers, & Stanley Framework for Reflection. Each
step in their reflective cycle will be presented separately and comments will be made for
the development of the reflective process within each. A more global description, across
the stages and levels is also incorporated.

Description
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The Description stage of the reflective cycle was the first to emerge, develop, and
reach an Advanced level in the journal entries. Some of the first journal entries were
entirely descriptive with no Analysis or Intelligent Action as in the following example:
I am going to enter part of my journal from the first day back, August
26th. Class: 10 students, reading class, 18 years old. I taught my first
reading class this morning. It was great to see my students again--their
laughter, smiles, and youthful energy. I am glad to be back, although I
was a little apprehensive on Sunday night. I knew that my classes
wouldn't change dramatically after my first summer, but I didn't want
things to stay exactly the same, even on the first day. So I started small.
Before class, I arranged the chairs in a circle. This was nice because I
felt part of the group rather than the "teacher" at the front of the class. I
felt this was a good start. I tried not to give away answers, whenever
possible. I used my fingers for the first time to count words in a
sentence or to aid the students when they missed particles, etc. I started
the class by having the students make sentences to go with pictures in a
"true story." The students read the story aloud and I had them act out
the story, in threes. This worked well because they used their own
words to enact the story. Also, there was a lot of laughter, and interest
was high. Finally, I had the students answer a few questions and some
personal questions related to the story such as "What would you do if
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...?" I didn't try feedback at the end of the class, although I think I could
have. (08-OCT-97)

Teachers in the study started at a high Beginner Description level and within one
or two entries, were all describing at the Intermediate level. Initially, they were reporting
more on what they did and not so much reporting what students did. Teachers had learned
many techniques in their summer course work and were probably eager to try them in
their classes and they were reporting on what they tried.
One month into the IYTP period, Claire offered the following instructions:
What I'm thinking now (part of my reflective action step) is that you may have to modify
your entries on the Meta Net so that they show a complete cycle. For example, I would
have liked to read a lot more about what Rob wrote in paragraph two with more details
about what the students actually did when there was a leader and the different ways in
which the leaders got the groups on task (I'm assuming there was a lot of variety) - and
then I want to know if any new question or issue has emerged for Rob that he will
continue to "track" in his reflective journalling. Then I would also enjoy a continuation
on the weekly Meta Net entry of discussing the issue until it has come full cycle and you
decide to go on to something completely different. This is not unlike finding a way to
gain more depth and breadth in a face-to-face dialogue. It is quite common in the
beginning for people to talk about many different topics without much connection - but
then as the relationship grows and there is more understanding of the dialogue process,
there is more depth and continuity in comments. So having more details and more
continuity from week to week will make the entries more useful I believe Marie-Claude
has followed through this week with her inquiry into the feedback process and has given
details of what her students have said in their feedback and in her evaluation of what they
have said in relation to what she actually observed in class. This is all useful detail in
getting to understand exactly how she is working with feedback. Then at the very end
she writes a goal for the coming week around feedback - she also includes timing and
planning of lessons which may become another area of focus for her. These two items
may be enough to "track" for the next few weeks. It's a way of doing more with just two
foci. Interestingly, it may have something to do with what Marie-Claude says about
trying to do too much in her lessons and in her life - by only have a few foci for
reflection, it allows you to really look at things carefully through those two lenses,
blocking out other things for the moment. And as is true with a camera, when you put on
the zoom lens to look at something up close, you begin to see more clearly what is really
contained in the picture. Let me know in the feedback folder if this entry was helpful or
not - or if you have any questions about what I've written here. Take care, Claire
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Tracking and pursuing one issue over time seems to be a key factor for
advancing in the skill of reflection, which teachers started to do with these new
instructions.
For most of the study, the teachers’ descriptions were at the Intermediate level. As
exemplified in Chapter 3, the descriptions at this level became more and more refined
over time. Teachers became better able to focus on what students were doing. They were
more consistently able to zoom in on specific segments of the lesson important to
learning, what students were doing, and how they were reacting to the class. Their
descriptions became more detailed, more in-depth, including more concrete examples of
students’ reactions.
The shift between Intermediate and Advanced Description occurred in the last
month of the IYTP period. In looking at the data, an important incident is worth
mentioning because it correlates in time with this shift in focus. It also clearly stands out
in the entries of the three teachers. Although it is beyond the scope of this research to
look at the impact of supervisor’s comments on the development of reflective teaching,
the shift between Intermediate and Advanced Description in the teacher’s journals came
after a comment made to the group by their supervisor. This seems to have been a key
moment for the teachers, which led them to an Advanced level of Description. Their
supervisor’s comment was the following:
What I'm struck by is the big shift I sense in your entries which now
have so much more information, so much more precise data on what the
students are doing, and how they are responding. This for me is the
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most important shift that can happen for a teacher - and it is one that
usually takes 7 or 8 months of the IYTP to happen. Teachers are so on
the spot and have been trained to think of their lesson plans and what
they are doing themselves, that it is a big shift and is often met with
resistance to get them to start looking at the students more than
themselves. But this is happening now where in most of your entries I
read more data as to what the students are doing and how they are
responding. A final new "edge" to explore for you is to begin to
focus not only on the doing and responding, but also on the
learning. Can you begin to observe and report on when a student
has "got it" or when she is not "getting it"?

As far as my feedback

on your learning of reflection, I can begin to say, "By George, they've
got it!" Just about every entry now has a complete reflective cycle in it and I sense that you are not working at it - that it is part of your thinking
now - that it is working for you - that it's making a difference - and for
several of you, the reflection-in-action piece is picking up where you are
beginning to translate the reflective cycle consciously into the moment
in your classes. (16-MAY-98)

After this comment, two teachers took on the challenge of observing the learning.
What is striking about these entries is how they both refer to and emphasize the
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supervisor’s previous entry presented above. Here are the complete entries and in bold
are the references to Claire’s comments.
Entry 1
Hello, Claire!! Great great great to read your pearls of wisdom again...it's
interesting Claire that you said that piece on how do we know students “are getting
it or not”. All week (well it's only Tuesday) I’ve been thinking that I need to somehow
go further. Well, want to. I mean I could write a nice in-depth reflective piece right now
about my happenings but I want something new and I’m hesitant to say this but more
challenging. I was thinking about just that today Claire, about how do I know if my
students are getting it or not. And I think this is the further step I needed to go to
for my learning. Phrasal verbs are on my menu for the week and this is what happened...
I have two sets of phrasal verbs (six verbs in a set); half the class gets one set the other
half get the other set. First they match the pictures with the verb (from the book 'making
sense of phrasal verbs' - funny pictures actually, check out 'make up'), then they do the
accompanying grammar questions and checking for understanding questions and then
they pair up with a student who has another set of verbs and teach there new partner their
verbs. It was in the teaching part - where the students teach each other that this
question of “how do I know they're getting it” struck me because it was blatantly
obvious those pairs that were just flying with this; drawing pictures, giving gestures,
getting excited and motivated voices raised, genuine amusement in the accompanying
cartoons etc. these students understood their phrasal verbs. And it made them happy to
share their knowledge and also learn from their partner. Those students who weren't
smiling, who had finished the activity quickly, they didn't understand their verbs. I know
this because when I went up to them and asked them if they had any questions they told
me it was too difficult and they didn't really understand them and couldn't teach them.
What I learned from this is I know my students are getting it when I 'test' them in
someway on it and I can see the direct results. Today the 'test' was fun; teach your
partner. I also know my students are getting it because basically understanding
something makes them happy, motivated, animated, and participatory. Not
understanding makes them confused and embarrassed and in 'low-profile' mode i.e.
keep their heads down and avoid me. (19-MAY-98)

Entry 2
Hi folks! Week two for me and I'm getting into the groove. Now I would like to
address what Victoria talked about above--student learning, or "getting it." This
is such an important piece, and I realized that so often I sort of ignore it--teach
something, have students practice it, and just leave it at that. Yes, I often review the
next week, but so what? Do they really KNOW the stuff? Internalized? How do I
know if it really is or not? Well, I often just assume I guess....but I did have a neat
experience just after Claire posted the request to focus on student learning. Last
week I taught AWESOME and SUCKS to my conversation class as part of the slang I
am introducing in the class. Anyway, we practiced it in class, and I told them to say
them once a day for a week as homework. Well, next class, I almost forgot that I taught
them these words, when a couple of students used them during free talking time! Was
I shocked! These couple of students used the words without being prompted, reminded,
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or even opening their books. I realized that this was internalized...they really got it.
That was just after Claire's posting, and it really got me thinking about all of my
classes and am I focusing enough on student learning. I decided that I am not, and
that I really need to look at this issue carefully....after all isn't it THE most important
thing? I feel that although I do a lot of reinforcement activities in the class, I don't do
enough the next week to really see if it is "in there." I realized that I need to do a lot
more follow up work with my lessons. For my " what am I going to do next " part of
reflection, I am only going to say that I am going to start to devise ways to check for
internalization. I need more thought on this issue. Is simply asking a few questions at
the start of the next class really enough to check for learning? Maybe it is, and
sometimes maybe not. I think the true test is when a student uses something without
being prompted, or uses it outside of class. But we can't always check that way. I know
for myself that I can practice a pattern in my Japanese class and understand it, but the
next day I can't remember it at all. It wasn't internalized, I guess. I don't know. For
now I am simply going to reflect on each of my classes and see what I come up with.
For my next class today (drama) I am going to ask students to make a new ending to a
drama and use some of the idioms from last week.....It will be a review, and I will see
what happens with the learning...(22-MAY-98)

Both these entries clearly show the impact of Claire’s comment in the shift of
focus from the learners to the learning, which characterizes the shift from Intermediate to
Advanced Description. Robin’s entry above not only shows the impact of Claire’s
comments, but also that of learning in community. The impact of both Claire and
Victoria’s entries clearly got her looking at students’ learning and she took on the
challenge of thinking about and researching this issue.
Unfortunately, The Meta Net section of the IYTP period ended at the end of May,
just after this shift occurred. It would have been extremely useful to have been able to
follow through the reflective process a few more months to see the development of
Advanced Description.

Analysis
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The participants in this study reached a level of Intermediate Analysis. The
development of the Analysis stage of the reflective cycle was not as linear or consistent
as that of Description. In the first month, analysis was sometimes altogether lacking. As
teachers moved into describing at the Intermediate level, their analysis, when there, was
also at the Intermediate level. Analysis generally improved over the IYTP period. It
became richer in examples used, with more connections to the Experience and
Description, and with greater amounts of possible explanations generated and considered.
Analysis of in-class happenings lacked the following to reach an Advanced level: the
ease of generating multiple explanations for what happened, the use of multiple
frameworks for understanding a teaching situation, and the use and connections to
theories.
The participants’ level of Analysis lagged behind their development of skills in
description. The data suggests four possible explanations. First, the data for this study is
in the form of written reflective journals. Most entries were made one week apart. It is
possible that some analysis took place in this time period but was not reported in writing.
Second, it appears that Analysis is cognitively more challenging than Description. It is
much more difficult to step back from a situation to brainstorm reasons why a certain
situation happened than it is to simply describe it. Once a teacher steps back, in depth
analysis of the situation requires ease of generating multiple explanations and of bringing
in multiple frames of Analysis while connecting the teaching situation to experience and
theories. This is a very challenging cognitive task. The third factor is contextual. This
process of Analysis may have also required more time than the teachers had. When
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teaching, teachers get caught up in their schedule and are perhaps more interested in what
is next on their agenda in terms of lessons. Similarly, they may have generated many
reasons, but then rejected some and for time’s sake, and did not report them. Finally,
there is also an emotional factor to consider. When beginning to reflect, there is a
tendency to blame the students or the self for what happened in class (Stanley, 1999). It
may be emotionally difficult to step back and generate multiple explanations. Perhaps
this emotional factor also played a role in teachers not reaching an Advanced level of
Analysis.

A different kind of Analysis
The Millett, Rogers & Stanley Framework for Reflection only looks at the kind of
Analysis where the teacher is focusing on a particular instance in the classroom that she
is trying to understand and explain. Some teachers, however, reflected on and analyzed
other components of teaching at an in-depth level. They examined, for example, their role
as a teacher and their personal theories and beliefs about teaching. In these entries,
teachers were not focusing on a specific classroom moment and trying to understand why
students were doing what they were doing at the time. Instead, they were analyzing how
they were working with a certain theory, or how they were trying to work with students.
This kind of analysis is more like a kind of investigation into personal theories and
beliefs about teaching and learning. Using this kind of analysis teachers were testing and
evaluating their theories, their way of working with students, and their own beliefs about
teaching. Robin’s two entries below are a good example of this. The first entry was
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presented as Example 2 in the Beginning section of this chapter. The second is a follow
up entry one-week later. The Description parts are presented in Italics, Analysis is
underlined, while Intelligent Action is bolded.

Hi folks! Week two for me and I'm getting into the groove. Now I
would like to address what Victoria talked about above--student
learning, or "getting it." This is such an important piece, and I realized
that so often I sort of ignore it--teach something, have students practice
it, and just leave it at that. Yes, I often review the next week, but so
what? Do they really KNOW the stuff? Internalized? How do I know if
it really is or not? Well, I often just assume I guess....but I did have a
neat experience just after Claire posted the request to focus on student
learning.

Last week I taught AWESOME and SUCKS to my

conversation class as part of the slang I am introducing in the class.
Anyway, we practiced it in class, and I told them to say them once a day
for a week as homework. Well, next class, I almost forgot that I taught
them these words, when a couple of students used them during free
talking time! Was I shocked! These couple of students used the words
without being prompted, reminded, or even opening their books. I
realized that this was internalized...they really got it. That was just after
Claire's posting, and it really got me thinking about all of my classes and
am I focusing enough on student learning. I decided that I am not, and
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that I really need to look at this issue carefully....after all isn't it THE
most important thing? I feel that although I do a lot of reinforcement
activities in the class, I don't do enough the next week to really see if it
is "in there." I realized that I need to do a lot more follow up work with
my lessons. For my " what am I going to do next " part of reflection,
I am only going to say that I am going to start to devise ways to
check for internalization. I need more thought on this issue. Is
simply asking a few questions at the start of the next class really enough
to check for learning? Maybe it is, and sometimes maybe not. I think
the true test is when a student uses something without being prompted,
or uses it outside of class. But we can't always check that way. I know
for myself that I can practice a pattern in my Japanese class and
understand it, but the next day I can't remember it at all. It wasn't
internalized, I guess. I don't know. For now I am simply going to
reflect on each of my classes and see what I come up with. For my
next class today (drama) I am going to ask students to make a new
ending to a drama and use some of the idioms from last week.....It
will be a review, and I will see what happens with the
learning....Interesting. (22-MAY-98)
----------------------------------------------------------------------------

More on student learning. I have been focusing on knowing when my
students have internalized something. As a continuation from my last
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entry, I said that I could really tell if language was internalized if they
used it spontaneously. As this rarely happens, I am aware that review
the following week is essential for checking for true understanding.
However, I want to review using activities that use as much "real
language" as possible, as opposed to the somewhat canned answers that
can come from a question and answer session. So, I have been coming
up with "warm up review" lessons where I start each class with an
activity to check the lang. from the week before. So far this week I have
used the card game concentration with vocabulary words and pictures;
drama to practice idioms and sentence patterns; face to face with
vocabulary; and making up sentences with words. Surprisingly, these
activities don't take up that much time. As well, I started to have more
tie ins with each of my lessons--this means that I write sentence
structures and vocabulary etc, from past lessons on the board each
week--kind of like keeping a running total of everything we've covered so
far. Then when I assign a review activity, I can draw from things we
covered weeks ago. Well, that is what I've been doing the past 3 weeks,
and I have found that in general, my lessons are more flowing, because
of the tie in from the previous lessons. I can usually easily observe if the
students have internalized the language, because if they have, they don't
need to look in their books, and they have no problems completing the
task. As Victoria mentioned above, you can tell because they are
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laughing, engaged, and even adding some of their own ad lib to the task.
When I saw my students having a good time with the task, and an easy
time, I felt that the lang. was internalized. In some of the lower levels, I
saw some struggling, and I knew that more practice was needed.
Sounds simple, but I really want to come up with creative ideas so
that I can observe the new lang. in a free practice type of activity.
For now, I will continue starting each classes with a creative
"review" and continue to monitor the learning in this way. I felt
really positive about these activities because they were often
mentioned in the feedback. Today, I am going to try asking my
second year class directly (during feedback) about the warm up
reviews and whether they feel they are helping them. (29-MAY-98)

In the first entry, Robin is starting to analyze the importance of looking at
learning and how she has ignored it in the past. She then gives an example of when she
realized that students had learned something. She later continues to think about how
looking at learning is important and what is needed to be able to observe it as a teacher.
She starts to formulate her own theory of the “true test” for evaluating when students
have “gotten it.” Her entry ends saying she will continue to reflect on the issue. After a
week’s time, Robin continues her reflection. She pushes her thinking a step further by restating her theory that “she can tell if students have internalized something when they can
use it spontaneously” and that, since it rarely occurs, teachers must devise activities that
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lend themselves to reviewing and using previously taught language. In the next step of
her second entry she describes what she did as a teacher to set up situations in her
classrooms to review language in order to observe if it had become internalized.
The two journal entries show evidence of a deepening of understanding of what
happens when a student has “learned”. The Analysis focuses on working through and
refining her own theory of when she knows students have learned. By extrapolating from
observation in several of her classes, she is trying to figure out how to set up situations in
the classroom where students can somehow use the language spontaneously, and where
she can observe if the learning has been internalized.
In using a camera lens analogy, Stanley (1999) refers to this kind of reflection as
“wide-angle lens” reflection. It is a broader kind of reflection in that teachers are looking
at and reflecting on trends that they see happening in many classes. Teachers step back,
and get a bigger, more general picture of teaching or learning that applies to numerous
teaching situations. Stanley (1999) contrasts this to microscopic “zoom lens” reflection
where the teacher is focusing in on specific classroom moments. Using this terminology I
will from this point on refer to the kind of analysis mentioned above as wide-angle lens
analysis, and in-class analysis as zoom lens analysis.
Here is another example of wide-angle lens analysis where the focus is on
refining a teacher’s theory about how kinesthetic (K), Visual (V), and Auditory (A) are
incorporated in the classroom and how to teach these concepts to students in a KAV way.
I want to think about clearly introducing these concepts of
KAV to my learners so they can notice what they like/don’t
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like, have trouble with/find easier to do. When I’ve
introduced concepts, it wasn’t clear, and I introduced it
only A way or theoretically. It fell on deaf ears. I think I
need to find a concrete way (a KAV way!!!!!!) to model it.
How is K incorporated? (Both natural gestures of English
speakers and reinforcing vocabulary)
1. writing
2. gesturing/miming
3. reacting (game, card slapping)
4. writing letters on the backs of other Ss
5. following instructions (combined with A) TPR
6. during pronunciation (trying to copy my mouth)
7. practicing eye contact
How is V incorporated?
1. looking at visuals, video, pictures, prints (lastly)
2. using different colors in dialogs/board
3. writing new vocabulary/drawing pictures on the board
4. watching me model or other Ss perform
How is A incorporated?
1. listening to instructions/tapes/video/me
2. listening to each other
3.

speaking
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4.

drill work/chorusing/pronunciation (01-MAY-98)

This is an in depth wide-angle lens analysis where Candy is thinking through
how to introduce the concepts of KAV to her students in a KAV way. She is researching
and systematically brainstorming ways she can use KAV activities in the classroom to
make her students aware of their preferred learning style. The discourse she engages in
is however not related to any specific classroom moments, but rather it takes a wideangle lens form of analysis and extrapolation into something that can be used in all of
her classes.
The kind of wide-angle lens analysis found in Robin and Candy’s entries above is
not included in the Millett, Rogers & Stanley Framework for Reflection. Their
Framework only takes into consideration analytical pieces that are focused on
understanding a situation that happened in the classroom, zoom lens analysis. Wide-angle
lens analysis as in the examples above is very important and powerful for teachers to
develop and grow. The Framework for Reflection notes that at the Advanced level,
teachers generate their own theories, but it does not allow for analysis and reflection
focused on working through or testing these theories that are applicable to all classes. I
believe this kind of analysis should be incorporated into the Framework at an Advanced
level for two reasons. First, it demonstrates a deeper understanding of teaching and
learning. Second, the examples above emerged in the data around the same time as the
shift from Intermediate to Advanced Description occurred showing some connection in
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timing. If this kind of analysis were considered as Advanced Analysis, then all teachers in
the study would have reached this level during the IYTP period.

Sustaining Analysis
Advanced Analysis as defined in the Millett, Rogers & Stanley Framework
includes sustaining analysis as one of its characteristics. A month into this study, the
teachers were instructed to “"track" and discuss one issue until it has come full cycle.”
Given these instructions, they did. This, however, did not come naturally at first. One
teacher even commented twice that she was ready to move on and had lost interest in the
challenge of sustaining analysis for the topic she had chosen. Here are her comments:
Comment 1:
I have been very conscious of not having chosen an area to work on and
stick with it for a month - because there are so many things I would like
to experiment with and research and then again nothing that's hitting me
in the face. One of the topics being discussed a lot is correction and
seeing as accuracy is one of my goals I guess it's a good thing to focus
on. (Say yes Claire). (24-MAR-98)

Comment 2:
It's interesting Claire that you said that piece on how do we know
students 'are getting it or not'. All week I've been thinking that I need to
somehow go further. Well, want to. I mean I could write a nice in-depth
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reflective piece right now about my happenings but I want something
new and I’m hesitant to say this, but more challenging. (Maybe I’m
bored with this style, not to even suggest that I know anything at all. I
don't). (19-MAY-98)

What Victoria seems to be saying is that sustaining analysis was not something
that came naturally. She had a topic, but it didn’t inherently “drive” her to sustain it. She
also mentions that she hasn’t found a focus that does. In her first entry, she is so aware
that her instructions were to sustain the analysis that she is asking permission from Claire
to change topics.
It is not until the end of the IYTP period that a sense of clear, dedicated interest
in sustaining analysis was found. Although Candy worked at remembering names for
over four months, it is not until the end of April that she really found an area to work on
that fascinated her. She started going into deeper and deeper into how to incorporate
KAV into her lessons and observing students’ preferred learning styles. She continued
this inquiry until the end of the IYTP period, experimenting in her classes, reading books,
formulating her own theory, and researching and testing it. Similarly, Robin and Victoria,
just in the middle of May, shifted their focus to the learning and figuring out how to
observe it. There was a sense of real purpose and interest in pursuing this focus and
analysis. This is also the point where wide-angle lens analysis started to emerge.
Sustaining Analysis is something that does not come naturally. It needs to be
taught, coached, and educated. The context in which this study took place had the
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important ingredients of a supervisor and a learning community to help teachers sustain
analysis. Candy commented on the power of the community in sustaining analysis as she
was about to take on the challenge of learning her High School students’ names. She
sustained this task from January until the end of the IYTP period. In these excerpts, her
change in attitude about sustaining this focus is also clearly seen.
I’m hoping that being accountable here will help keep me on track and
sustained. Oh God, you’re all watching…. (23-JAN-98).

Names. Man it’s hard. I’m glad I have decided to focus on this for a
month because I probably would have given up again. It’s hard. I really
appreciate the discipline and staying focused in on one issue for one
month. (01-FEB-98).

Mainly, it’s been hard to stay focused on learning names. They begin to
blur together. I want to quit and often get distracted even though I
KNOW how important it is. (06-FEB-98).

I really am happy having stuck to one issue. Gets into more of the
nuances. (22-FEB-98)

It’s been very powerful to see how what I thought was simple attention
to remembering names has grown to include a variety of techniques and
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a sensitivity to practicing it as often as possible with active
experimentation. I’m actually kind of crazy about learning names now!
Before it was Oh GOD! It’s impossible! (21-APR-98)

As Candy’s comments demonstrate, sustaining focus and reflection was very
difficult at first, and she might have quit if it weren’t for this public forum and the
support it lent. There is a clear shift in attitude towards it in her last comment when she
reports being crazy about learning names.
A second important ingredient for sustaining analysis is finding an area to
research that really motivates the teacher. As previously mentioned, this occurred for all
three teachers near the end of the IYTP period. Again, it would have been of great
interest to follow the development of the reflective process of these teachers for a few
more months to see where sustaining analysis would have led them.

Intelligent Action
The development of Intelligent Action was also not as linear as the development of
Description. If anything, this last step in the reflective process was the one with the most
irregularities in development. First, it was often lacking entirely in journal entries. Even
at an Intermediate level of Description and Analysis, teachers sometimes did not include
next steps to take for a particular teaching situation, or many times the next steps were
suggested in their analysis, but not clearly decided on or stated as something that they
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would do in a future class. The following example demonstrates how Victoria analyzes
what she has learned, but doesn’t clearly articulate her next steps.
I'm feeling sooooo positive about teaching. Ever since I’ve been
teaching again it's as if the ghost of Claire is still in my classroom giving
me all these little insights and probes throughout my day. I have been
thinking about reflection in the moment and trying to action in the
moment also. All too often I have a lesson plan and stick to it, which
goes with what I said last time about having clear goals for the whole
semester and for the class but what I’m learning is how it's possible to
have both. I’m going to try MARIE-CLAUDE's style: 1. What I
observed. My class today is large (55) with a real young boisterous
energy to it. They were getting giddy and off track in the group work.
Lots of Korean, jokes, squeals, more of a party feel then hey we're really
trying to work out this 'ing' vs. 'to' verb thing.
2. What I did. I walked around the room feeling like the language police
reminding them to speak in English and asked them questions about the
work to make sure they understood and were doing it. They responded
well but as soon as I left went back to the party (in Korean)
3. What I did 2. I stopped the activity and asked them if working in
groups was helping them to solve this little language mystery. They said
overwhelmingly yes. I asked them how it was helping them they said
they can discuss the problem and they can help each other and it's more
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interesting. I felt a bit lost here because I didn't pick up that this was
happening at the time or maybe it was for those few who answered my
'how' question. I then asked how well they felt they understood the
grammar point by drawing a line on the board from 0 to 100 and asking
them to indicate where they were by giving me a number 100 meaning I
feel confidant I understand the structure. I was surprised that most of
them were under 50. I then asked them to ask me questions about what
we were doing. Silence. Claire intervened here and told me just to keep
waiting. So I did and I did. Then I said what questions are you thinking.
And soon they came with a steady stream of them. And what the biggest
problem was that they were all trying to figure out the difference in
meaning between: I like TO work and I like workING etc. I was trying
to teach them the form and had neglected to say there is no difference in
meaning. What was happening in the group work was that they
didn't really know what they were doing and they were concerned
about meaning and couldn't really concentrate on the activity. This
whole question answer session was a bit like Council. I made myself
available and they opened up.

What I learned that the world

doesn't end if I stop an activity mid way. That I need to spend more
time reading the energy of the room to get to the source of what's
really going on. And that I need to be willing to stop and change
tack (it's soooo easy just continuing) that students will not ask the
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questions they need to ask in class easily. That I need to make time
for free question where I set the atmosphere, hold the silence and
calm the room (we did some stretches first) so students feel
'honored' (maybe going too far that word) and listened to. (17MAR-98)

This example shows an Intermediate level of Description and Analysis, but
Victoria does not reach any decisive next steps for this situation. She somehow implies
that she will continue doing “what she learned.”
In the data pool, only two examples of Advanced Intelligent Action were found.
One of them is interesting because the analysis included in the entry is not clearly stated,
and includes the kind of wide-angle lens analysis mentioned above. Candy was working
on ways on incorporating KAV in her classes while noticing how students are reacting
and their preferred learning styles. She had been sustaining this analysis for over 5 weeks.
Here is the entry.

Regarding VAK in my ladies classes and with the 11th graders. Now studying
Interchange 1 video based on student initiative. Ss are sitting in a traditional row by row
way. Feels like a step back after working on circles for so long. ONE IDEA for next
week: change their partners, without them changing seats, forcing them to use eye
contact and raise their voice.
V - the TV is marvelous! Makes come to life. Elicited the actions of Rick (he got out of
his car, he went up the stairs, he took off his sunglasses) which were tough for them
without anything (I should have put the verbs on the board in scrambled order ala Steve’s
suggestion). Akemi said that my eliciting the sentences of what characters were doing
was really useful for her. It would have been much less clear for me to gesture the same
and elicit. TV is visually so clear.
A - Lots of listening practice with this course. Ss had trouble with ”I’m originally from
Mexico City, but my family and I live up here now”. They heard “Eupora for up here
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now” With the video they can get different voices, not just mine and different speeds (very
natural on the video and I can repeat it much slower to clarify).
K - Practiced handshaking and pointing to their heart. Since I teach only females I usually
say “yama yama between” to help them find the right place since most point at their
necks. I usually get a laugh out of this although it seems a little crass. Keiko said she
didn’t have any mountains! It really takes some time to work out the gestures while
talking too.
A class didn’t have much practice. Mainly with 1 partner and me. I didn’t set it up right.
Next week I’ll review when we do the final wrap-up introductions.
In 1 class did the expressions (amused, pleased, embarrassed) gestures activity. First I
dictated a list of 10 emotions to them (recycling their need to ask me how to spell words).
They are still more reticent to be more pro-active than I would like. I waited.... I also
gave hints “Does anybody have any questions?....... Then they pair practiced “What
does -- mean?” (More recycling!). Finally they each get a card with a picture of the
emotion and the word underneath. They make the appropriate face and their partner says,
“Are you…?” (Ex. “Are you angry?”). After both have done it they exchange cards and
find new partners. Akemi said she had trouble making the gestures. It was much easier
reading the gestures on my face. We talked about the poker face of the J. a little.
Reaction: dynamic! Maybe it’s because the video part of the book is more passive then
we have been working at before. When Students get up, the energy changes to action! I
think it’s very powerful for non-K people too. Gets the blood going.
NEXT:
1.
I want to try and watch the time involved in each of these 3 areas. I feel the
listening component is getting too much and their production is being shortchanged.
(I could do feedback regarding this as well!)
2.
I was thinking about next week I want to give them pictures of people and
they give themselves new personas and we will practice incorporating the gestures
into the dialog of getting to know each other. I wonder if getting a new persona
would influence their “freedom” in gesturing?
3.
I was also looking ahead to unit 2 and thinking how the vocabulary of job
occupations could be mimed as well (similarly to the emotions above). I would like to
incorporate K into each lesson.
4.
I want to think about clearly introducing these concepts of KAV to my learners so
they can notice what they like/don’t like, have trouble with/find easier to do. When I’ve
introduced concepts that I weren’t clear, or introduced it only A way or theoretically, it fell on
deaf ears. I think I need to find a concrete way (a KAV way!!!!!!) to model it. This is one
possibility for my Sandanona...
How is K incorporated? (Both natural gestures of English
speakers and reinforcing vocabulary) 1. writing 2. gesturing/miming 3. reacting (game, card
slapping) 4. writing letters on the backs of other Ss (Chu 1) 5. following instructions (combined
with A) TPR 6. during pronunciation (trying to copy my mouth) 7. practicing eye contact How is
V incorporated? 1. looking at visuals, video, pictures, prints (lastly) 2. using different colors in
dialogs/board 3. writing new vocabulary/drawing pictures on the board 4. watching me model or
other Ss perform How is A incorporated? 1. listening to instructions/tapes/video/me 2. listening
to each other 3. speaking 4. drill work/chorusing/pronunciation. (01-MAY-98)

In this entry, Candy describes many in-class moments and makes analytic
comments about each. Her next steps are not clearly linked to all these in-class moments.
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Her proposed next steps are in connection to the broader context of her personal research,
that of learning how to work with, and introduce more KAV activities in her classes.
In looking at why teachers did not reach an Advanced level of Intelligent Action,
it can again be said that it is a cognitively demanding task to “draw from a repertoire of
next steps that are clearly linked to theory.” The example above was the most clearly
detailed entry in terms of a specific repertoire of next possible steps. Also, one of the
differences between Intermediate and Advanced levels according to the Millett, Rogers &
Stanley Framework is that “teachers take action that involves students and the broader
educational community.” In many instances teachers do not have much of a say in what is
decided by “the broader educational community.” I think that this kind of proposed
distinction does not fit the context of all teachers.

Setbacks in the Reflective Process
Teachers in this study steadily progressed through the steps of Reflection. During
the IYTP period, however, one of the teachers chaperoned students in the United States
were she found herself having to teach a content-based lesson on nuclear energy.
Teaching new materials in this new context definitely had an impact on her reflective
process as can be seen in her entry below.
My teaching situation here in Iowa is the following: There are 37 of our students taking
2 regular college credit courses. One is Art History and the other is Energy and the
Environment. My job is to help them to pass the classes by tutoring individually and by
holding group study sessions. It has been so very interesting holding these study sessions
because it is different from teaching English. I am teaching them a subject IN English,
which is simply refreshing. I stood at the front of a lecture hall today, with the task of
reviewing nuclear energy ahead of me. How different it felt from teaching language!
But at the same time, I realized that I was indeed teaching language, because that is why
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they need the tutoring in the first place. I only had 30 minutes to go over an hour and a
half of lecture notes, so I decided to write down the main points of the lecture while
asking questions for understanding as I reviewed the material. Most of the students were
eager to answer and listen, so I proceeded. By the end of the thirty minutes, I felt a little
guilty because I didn't feel I was being creative enough with my presentation. Where was
the group work, the "mikan time", and the walking around the classroom activity stuff
that I usually do? What about feedback? (I of course realize that this situation is
different, and that it would be totally inappropriate to have them running around saying
"have you ever...." It just felt so different from my regular classes) I thought long after
the session about all of this. At the time, I felt that the students understood as I drew
crude looking nuclear reactors on the board, threw out questions about uranium 235, and
watched them fervously write down notes. But I feel that I cheated them out of learning
the material in a "different" way....perhaps an SIT way. I was caught up in the lecture
style mode of the classes they are going to. Why couldn't I have them do a bit of pair
work or something? I decided that the next session I will involve the students more. I
intend to call on certain students to come up to the board, and put the students into
pairs for a couple of questions. I will also ask at the end of the next session what
helped them to learn etc, as this group has pretty good English. With 37, I will do
written...just something simple. Well, this really has been an interesting insight into
teaching, as most of the things we have been learning apply to all kinds of teaching, not
just ESL, EFL teaching and learning. If anyone has any suggestions about this, I'd love
to hear them. (29-MAR-98)

The task of teaching content-based materials was new to Robin and so were the
materials, a review of nuclear energy and nuclear reactors. For the a large part of the
entry, Robin is caught up in describing to us what she did. Her analysis shows remorse
and self-blame. In this new context, she felt she cheated the students out of learning in a
different way. She generates questions to reflect on, but has no answers given this new
context. Part of her analysis is on the difference between teaching English and teaching
IN English. This experience raised questions and an interest for her in this distinction.
This is again an inquiry of the wide-angle lens kind. For her next class, she selects some
steps to take that are clearly linked to her Analysis such as calling students to the board in
order to involve them more. Robin had this experience two months prior to the end of the
IYTP. It is interesting to see that she has a clear full cycle of reflection with Intermediate
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Analysis and Intelligent Action, but that the focus of her Description is on what she did
as a teacher in this context, which shifts back to a beginning style level of reflection.
New teaching situations and materials can really change the focus of a teacher’s
reflections. It may become difficult to focus on the learners or the learning at that time.
The focus of reflection can then become broader, looking at the context of the teaching
environment, a wide-angle lens point of view, as opposed to the specific in-class
situation.
In this chapter, the development of the reflective process for the three teachers
over the ten-month IYTP period was presented. In the next chapter, a summary of the key
findings of their development is presented. Suggestions are also made for future research.
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CHAPTER 7
CONCLUDING COMMENTS AND SUGGESTIONS FOR FURTHER RESEARCH

The primary purpose of this study was to investigate and document the stages and
levels of reflection based on the Millett, Rogers, & Stanley Framework for Reflection as
they manifested in the working lives and professional contextual realities of three
experienced teachers. I wanted to present teachers and teacher educators with concrete
examples of what reflective teaching looks like as a skill and as a process. In chapters 3,
4, & 5, examples from the teachers’ reflective journals were given of Beginner,
Intermediate, and Advanced skill levels for the Description, Analysis, and Intelligent
Action stages of the reflective cycle according to the Framework for Reflection. Within
the constraints and limits of the data, I believe the reader can understand what the
reflective process is and what it looks like. These examples of embodied reflective
practice, grounded in extensive qualitative data, represent a contribution to the field of
teacher reflectivity.
The second goal of the study was to examine the development of the reflective
process in a supervised learning community environment over a ten-month period. In the
following, the findings of this research are summarized, the Framework for Reflection is
critiqued, and suggestions are made for further research.
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Teachers consistently developed in their skill of Description and reached an
Advanced level according to the Framework. Their skill of Analysis and Intelligent
Action, on the other hand, did not progress as naturally and consistently. Analysis
reached an Intermediate level while only two examples of Advanced Intelligent Action
were found. The kind of wide-lens analysis found in their entries and discussed in chapter
6 should be incorporated into the Framework for several reasons. First teachers show
evidence of a deeper understanding or reflection by being able to step back and look at
teaching and learning from a broader point of view. Then, as they extrapolate from
observations made in and across several different classes, they think through their beliefs
and examine them in relation to other’s theories. Second, the emergence of wide-lens
analysis in the data coincided with the point where teachers started to describe at an
Advanced level. Similarly, a sense of intrinsically wanting to sustain analysis became
apparent at this point. Teachers found a focus to reflect on that inspired them. This
broader wide-lens reflection and analysis is important for teacher development. For these
reasons, I recommend that the Millett, Roger, & Stanley Framework incorporate this kind
of analysis to better reflect the realities of teacher development as reflective practitioners.
The Analysis and Intelligent Action stages of the Framework were the most
challenging aspects for teachers to learn. They are skills that need coaching and structure
such as the on-line conferencing context in which this study took place. The role of the
supervisor was apparent in the shift from Intermediate to Advanced Description and the
wide-lens reflections that followed.
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Sustaining Analysis was also a difficult task for teachers. The importance and
influence of the community and of supervision also became apparent in the data.
Sustaining Analysis is included in the Framework at an Advanced level. Although
teachers in the study did so because it was their assigned task, it is only when they found
a focus that they were really interested in that they showed real inner motivation to
continue going deeper into that area to understand it. Sustaining analysis, then, was
clearly influenced by the learning community context of this study, the influence of
coaching or supervision, and the identification of an area of focus that really inspires the
teacher.
Finally, changing teaching context and contents was found to cause a change of
focus in Experience, Description, and Analysis. A new context or new materials can
make it difficult for a teacher to focus on the students and the learning because she
becomes more focused on what she is doing. Self-consciousness and negative emotions
resulting from this change were found, and may have affected the level of skill in
reflection. Also, wide-angle lens analysis emerged as a result of this change.
There are several areas of future research within the area of reflective teaching
and the Framework of Reflection suggested by this study. First, the role of a supervisor
teacher or coach in reflection has not yet been clearly researched and documented. How
does a teacher educator guide and shape a teacher’s reflective thinking and analysis
process? How does a teacher educator help the teacher in the exploration of possible
intelligent action to be taken?
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Second, the role of dialogue in a learning community of fellow teachers on the
development of reflective practice also warrants further investigation and research. How
can teachers learn and develop with one another through sharing their reflective journals
and discussing both the content and the process of one another’s reflection?
While these two are warrant further investigation and research, and while the
Millett, Rogers, & Stanley Framework for Reflection needs modifications, I nonetheless
present the findings of this study for the benefit of teachers and teacher educators. Their
conceptual and practical knowledge and understanding of reflective practice is expanded
and enhanced through the findings of this study.
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